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Education as Meat Market:
Towards Vegan Action Research

In this paper I set out from the premise that being a member of the subculture of ethical vegans, housed within a larger majoritarian culture of carnivores,
allows for a variety of epistemological privileges by which to study society critically. Though vegan educators often focus their efforts on what Vileisis (2007) calls
kitchen literacy, or at raising consciousness about the origins, production processes,
and implied consequences of our everyday foodstuffs, I am more interested here
in contributing a practical and transformative statement of my travails as a vegan
educator, a counterstory, to help build or legitimate both action and participatory
action research related to this subject.
Mills (2003) defines action research as:
any systematic inquiry conducted by teacher researchers to
gather information about the ways that their particular school
operates, how they teach, and how well their students learn. The
information is gathered with the goals of gaining insight, developing reflective practice, effecting positive changes in the school
environment and on educational practices in general, and improving student outcomes (4).
In this way, my work here is as a teacher researcher who maintains an interest in the way in which being a vegan educator at any level results potentially
in suffering marginalization and repression by overarching institutional forces. My
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conclusion is that as veganism moves from the margins to the center of both school
curriculum and culture, students will achieve greater critical insights as to the nature
of the social structure which helps to produce their knowledge, the school environment will itself become more liberatory, and truly sound sustainable practices can
become more firmly rooted in educational missions and theory.
Lastly, this particular essay is also a piece of participatory action research
(Wadsworth, 1998) in that it is not just research on the vegan subculture but is
research by a vegan who identifies as a movement intellectual for the larger community. Further, this is not research that intends reconstructive action steps based
on its reAective conclusions, but is itself a part of the reconstructive action-taking
process and is part of sizing up the limitations upon vegan practice in education
toward opening up new vistas for emancipatory change both inside and outside of
schools proper.
Introduction

Historia II. an account ofone's inquiries, a narrative, history...
-- Liddell and Scott. An Intermediate Greek-English Lexicon
(1889)

A l<lee painting named Angelus Novus shows an angel looking as
though he is about to move away from something he is fixedly
contemplating. His eyes are staring, his mouth is open, his wings
are spread. This is how one pictures the angel of history. His face
is turned toward the past. Where we perceive a chain of events,
he sees one single catastrophe which keeps piling wreckage and
hurls it in front of his feet. The angel would like to stay, awaken
the dead, and make whole what has been smashed. But a storm
is blowing in from Paradise; it has got caught in his wings with
such a violence that the angel can no longer close them. The
storm irresistibly propels him into the future to which his back
is turned, while the pile of debris before him grows skyward.
This storm is what we call progress.
-- Walter Benjamin (1970, pp. 259-60)
Looking at the immediacies of the colonial context, it is clear
that what divides this world is first and foremost what species,
what race one belongs to.
-- Frantz Fanon (2004, p. 5)
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I became a member of the vegan movement1 in 1998, after quitting my job
in New York and having adventurously moved cross-country to Los Angeles, the
City of Angels, in the search for love and some new found direction. Up to that
point, my whole life had been a sort of haphazard series of fragments in which
my ethical commitment to nonhuman animals repeatedly attempted to articulate
and realize itself in a manner akin to the way one .tunes in a radio or satellite feed
of relatively poor signal strength - there were pieces of a message I kept receiving,
but always through a veil of immense feedback that muddied my comprehension
and ultimately made me change the channel. In the years prior, I had committed to
vegetarianism and even served as an unwitting diplomat of sorts for the philosophy,
having introduced it to the small rural town of Szabadszallas, Hungary, when I lived
there for a year in the mid-Nineties (Ah, vegetarianus, people would say to me dolefully and half-perplexed when Itried to politely refuse the honor as visiting American
to strike the first blow in a ritual pig slaughter or to eat the sheep intestines stew that
had been painstakingly crafted for me as a sometimes dinner guest). I also became
more political about my lifestyle as I grew steadily more responsive to the fact that
my deployment of vegetarianism as a personal dietary choice, one often locked in
the private confines of my lonely kitchen or occasional restaurant outings, was at
best a meager remedy to a social and ethical atrocity of such huge proportions that
I feared to seriously contemplate it in any sort of systematic fashion. 2
1 The vegan movement began in 1944 when Donald Watson and Elsie Shrigley founded
the UK Vegan Society in response to frustrations that vegetarians were increasingly normalizing the
practice of consuming dairy products linked to highly exploitative and oppressive animal husbandry
practices (Rodger, 2004). The society defines vegan ism as a philosophy and way of living which seeks
to exclude - as far as is possible and practical - al/forms of exploitation of, and cruelty to, animals for
food, clothing or any other purpose; and by extension, promotes the development and use of animalfree alternatives for the benefit of humans, animals and the environment. In dietary terms it denotes
the practice of dispensing with all products derived wholly or partly from animals (Vegan Society,
1979). News medi.a tend to characterize vegans as avoiding animal products of any kind, but do not
emphasize that they do this as a form of political boycott.
2 A summary of the many aspects and broad extent of the evolving catastrophe for animal-kind, both human and nonhuman, can be found in Kahn (2008). For a powerful filmic treatment
of this horror, see the movie Earthlings (2003). Like most people I only became gradually familiar
with the realities behind the conditions in industrial factory farms, slaughterhouses, and other institutional practices responsible for the standard American diet such as the over-fishing of the oceans
and the destruction of the Amazonian rain forests in order to grow endless acres of monocropped
soybeans for cheap beef production. Interestingly, people's first response to consciousness of these
problems is often to respond by saying something like, !f I had to know where my food came from,
I don't think I could eat it. This is a profound articulation of the need for vegan education and the
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In part, my increased sensitivity toward the need for a more radical form of
vegetarianism was undoubtedly catalyzed by those friends and acquaintances in
my everyday life who were invariably curious as to how I had arrived at the decision to stop eating meat and therefore commonly put questions to me such as:
Is this for health reasons or your love of animals? Now I can only chuckle at the
supposed dichotomy of the query, but at the tim~ these inquiries into my beliefs
seriously troubled me as I lacked a convincingly coherent answer for them. I remained lodged, at least partially, within an epistemology of ignorance (Tuana 2004;
McHugh 2004; Mills 2007) that served to occlude the full extent of my membership
within a speciesist society and so I was without the critical literacy necessary to
voice my dawning conscientization into the need for animal liberation as part of
my own emancipatory journey. Yet, my initial succession from the hegemony of
the standard American diet had granted me certain epistemological privileges as
well such that I began to read my interrogators on another level. Hence, I learned to
interpret their questions about my vegetarian lifestyle as implicit attempts to elicit
my re-enculturation into mainstream values and the dominant culture. But, even
more importantly, I also perceived others' suspicion of my motives as a continual
opportunity to better grasp exactly why and how I came to stand in the particular
social, cultural and historical position I in fact occupied.
In this way, I was led to follow an educational path that I remain upon today
- the development of an animal standpoint (Donovan 2006), a mode of oppositional consciousness (Collins 1989) that I define variously as:
1. The cognitive praxis (Eyerman & Jamison 1991) of the animal and earth
liberation movements, which works to rupture and transform academic
discourse in order to establish relevant knowledge interests that are held
by movement members (Kahn 2006);
2. The recognition of the socio-political and cultural agency of nonhuman

animals that co-constructs our shared reality (Haraway 2003; Latour 2004);
and
3. The attempt to radically shift our gestalt away from a Western cosmo-

logical legacy informed by the history of speciesist relations that has fun0tioned ideologically to inscribe reined notions of humanity and animality
throughout society (Kahn 2007; Lewis & Kahn Forthcoming).
The critical theorist Steven Best (Forthcoming) writes:
epistemological role that ignorance plays in allowing for grossly unsustainable cultural practices to
continue without challenge.
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Whereas nearly all histories} even so-called radical narratives}
have been written from the human standpoint} a growing
number of theorists have broken free of the speciesist straight-jacket to examine history and society from the standpoint of
animals. This approach ... considers the interaction between
human and nonhuman animals - pas.tJ present} and future
- and the need for profound changes in the way human beings define themselves and relate to other sentient species and
to the natural world as a whole.
Accordingly} a primary concern of the animal standpoint is to provide counter-histories to what Ivan Illich called modern certainties} or the epoch-specific apriorisms which generate not only our mental conceptions but also our sensual perceptions and feelings in our hearts about what constitutes social reality (Cayley 1992} pp.
172-173). These counter-histories can help to illuminate profound silences on the
animal standpoint in the socio-historical record as being often non-accidental} and
institutionally perpetrated and organized} in order to legitimate hegemonic regimes
of truth and ways of knowing that are foundational to our present moment's dialectic of enlightenment (Horkheimer & Adorno 2002).
Of course, as we continue to live under the hegemony of speciesism in which
animal liberation is not the norm - and in fact is considered an act of ecoterrorism - it is impossible to produce a definitive and unified chronicle of the animal
standpoint at this time. Instead} the animal standpoint is very much anticipatory of
a future possibility that is only realizable now to a certain extent. As the epigram
by Benjamin alludes, those who would speak from the animal standpoint occupy
something of a morally eschatological space in which they are left to piece together
clues out of the catastrophic rubble of the past in order to map the prospects of
hope. In this way} the animal standpoint actually seeks to understand the world from
multiple evolving locations, and so there are at present a multitude of heterogenous
and contradictory animal standpoint situations, not a singular universal standpoint
that can be utilized like a cryptographic key for a theory of everything. But as Sandra
Harding (2004} pp. 127-138) has argued} while this form of subjugated knowledge
may be unable to escape being pluralist and partial in nature, it can thereby serve
positively as a powerful resource to increase our objective understanding of society
and provide for a more robustly democratic public sphere beyond majoritarian accounts.
Lately, I have become interested in the ways in which the counterstorytelling
methodology of critical race theory can provide a compelling model for historical
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research from the animal standpoint. As Tara Yosso (2006) writes, by interpretatively
blending social science data and critical theory with personal reAections, autobiography, and the experiences of colleagues and other acquaintances, counterstorytelling strengthens marginalized traditions of resistance, draws attention to the victims
of systemic oppression, and documents the workings of this oppression from the
epistemological standpoint of the victimized (10.-11). This essay therefore attempts
to employ a form of counterstorytelling to provide some summative exploration of
my formal and nonformal educational experiences as a vegan academic working on
animal standpoint theory.

On Becoming a Vegan
I remember the day I told my father I had made the decision to become a
vegan. Congratulations, Rich, he said dryly over the phone, you've officially found a
way to get even weirder. Why do you have to be such a pain the ass? His reaction
continued: A vay-gun, huh? he muttered, sarcastically emphasizing his mispronunciation of the term (which is pronounced vee-gun). Well, give my regards to planet
Vega. Over the years, my father's stance has softened somewhat and, upon recent
visits to him, he has shown real concern about how to provide proper hospitality
and has even gone out of his way to cook special vegan desserts for the occasions.
Further, to a small degree, he allows some discussion about social matters from a
vegan perspective such as my own.
On the other hand, he is also clear about drawing a firm line in the sand
where the discussion cannot entail his own self-critique or personal transformation.
For instance, I can eat a vegan meal in relative peace next to him, he seems to have
decided, but in order to do so I must silently tolerate his food choices and listen
obediently to his stories about how he relates to nonhuman animals and the natural
world, regardless of how far they might transgress my own ethical commitments.
An analogy for this might be that an abolitionist could be considered welcome at a
slave auction as long as he/she didn't openly question the reason for being there in
the first place.
When in my father s company Iam also consistently needled by his jokes that
I send my vegan children to spend time under his care so that he can teach them
how to eat hamburgers, hotdogs, and all other sorts of yucky stuff. Invariably, this line
of half-comedy ends with his dramatic guffaws and an attempt to form the hand
salute used by the Star Trek character, Mr. Spock the Vulcan. Only a few times has
my father actually done the gesture correctly, spreading his fingers apart into a ''V''
at the middle and ring finger, while intoning, Live Jong and prosper. In any event, his
1
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point is clearly not to offer salutary blessings, but rather to remind me of my alien
and outsider status as an invader of his normal cultural routine. I relate this story not
because I intend to paint my father as a uniquely unfeeling ogre who is deserving of
public scrutiny, but rather because I have found that my relations with him on this
matter are broadly representative of how vegans (who comprise approximately 1.4%
of the general population 3) are generally treated in cheir day-co-day lives by the great
mass of other people. In fact, I think dealings with him are somewhat better even.

Microaggressions
The vegan in a speciesist society is ubiquitously on the receiving end of an
unending volley of microaggressions, the subtle insults (verbal, nonverbal, and/or visual) directed toward people ... often automatically or unconsciously (Solorzano et. al.
2000) in situations when those who are the microaggressions' target are members
of a marginalized class. Part of what makes pedagogy against microaggressions so
difficult is that these acts are often perpetrated by people who are unaware of the
repressive nature of their behavior and who may not even consciously intend co be
communicating hostile messages by it. In other words, such microaggressions are
part of the transactional fabric of the conAictual encounter between standpoint
epistemologies and the larger epistemology of ignorance that is manufactured to
support the conservation of the social status quo.
Many times these microaggressions arise indirectly against vegans through
people's everyday use of speciesist language (Dunayer 2001), in which nonhuman
animals are spoken of as unthinking, unfeeling, and lesser objects instead of rational,
sentient and equal beings. As part of common parlance which socially reproduces
desensitization, vegans are required literally to stop conversation and challenge
these assumptions if communication is co take place in good faith. However, co do
so is often highly impractical as communication does not take place in a political
vacuum and so vegans can easily be outnumbered or outranked by their interlocutors. Moreover, if they do in fact raise questions about the assumptions buried in
people's language, they run the risk of being tagged as strident, irrational, or otherwise extreme.
In other instances, vegans can be more directly singled out for microaggressions against them. A case in point cook place in 2002, in a truck stop outside of
San Bernardino, CA, when my wife (then an ovo-lacco vegetarian) and Istopped co
investigate whether the Burger King located there was offering the new BK Veggie
3 This number is according to a 2006 poll conducted by Harris Interactive for the Vegetarian Resource Group, see: http://www.vrg.org/journal/vj2006issue4/vj2006issue4poll.htm
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sandwich. The context for our decision was a raucous debate that was taking place
within the animal advocacy community at the time about the food item. Liberal
vegan ideologues like Erik Marcus and major animal rights groups like PETA openly
celebrated its arrival and encouraged everyone co buy as many as possible, believing
it co be a strategic opportunity to get vegetarianism solidly established within popular culture. On the other hand, a significant number of vegans (including myself)
were highly skeptical that fast-food corporations like Burger King held liberacory potentials for anything beyond perhaps a highly contradictory and strategically useless
form of vegetarianism as personal lifestyle addendum. Indeed, as with McDonalds'
fries that were revealed to be quietly slathered in meat juices, so too it was eventually found that Burger l<ing's veggie burger was not even vegetarian unless one
asked to have its standard mayonnaise and bun removed - for these contained
polysorbate-60, a fatty-acid emulsifier, derived from animals. Further, some vegans
pointed out that, unless Burger l<ing also microwaved the patty on a separate plate
instead of Aame-broiling it, the veggie burger would share grill fats and residue from
the other meat products that are cooked there. With these points being actively
discussed between us as we drove down the 1-10, upon seeing the Burger King sign
listed for an upcoming truck stop, my wife and I decided to stop in and see for
ourselves whether or not co believe all the hype.
A sprawling and somewhat unsanitary place for drivers to fill up on a widerange of commodities in a hurry, it was at first difficult to even locate the Burger
l<ing within the travel center. Having eventually found it tucked in the back of the
building, near the bathrooms and a small array of video game consoles, we stepped
up cautiously coward the lone order-taker as we scanned the menu to see if the BK
Veggie was an available item there. I had bet it wouldn't be. The place was deafeningly quiet and seemed almost co be staged for our experiment. Can I help you?
the young woman behind the cash register asked. We didn't see the item on the
menu. Do you have the BK Veggie? we inquired. Uhm. .. the what? she replied, our
order-taker was baffled and so we quickly provided a run-down as to the national
announcement of the new sandwich. I'm not sure if we have that or not, she muttered confusedly, I'd better check with the manager. With that she was off and disappeared into a back area behind the equipment. A minute later she returned with
a smile, Yes, we do have it! Since it was available, my wife was determined to taste
one and placed an order, careful to spell out that it should not have either the bun
or mayonnaise and that it should be microwaved, as she was a vegetarian. / don't
think we can do that? the cashier wondered out loud. In a friendly but direct manner, my wife insisted,/ thought the motto of this company is 'Have it your way'? The

(
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young woman behind the counter disappeared again, this time to return with the
manager himself.
What seems to be the trouble here? he drawled, So you want one of those BK
Veggies, but how do you want it? I noticed that he had raised one of his eyebrows,
as if doubtfully examining the strange customers before him, wondering if we were
trouble-makers with our out of the ordinary requ~st. My wife reiterated her desire,
calmly providing the philosophical explanation for it along the way. Oh. Hmmm. So
you want just a microwaved veggie patty nothing on it? Alright we can do that, the
manager concluded, as he directed to the order-taker that he'd take care of it and
then headed off to find the frozen patty for microwaving. Two minutes later he
returned with a grayish, wet-looking specimen on a small paper plate and handed it
to my wife, One BK Veggie for you. Thinking it looked pretty unappetizing we took
it and were about to head back to the car to explore it further when the manager
suddenly exclaimed excitedly, Call me T-Rex!, What? we thought, and looked ·up to
see him thumping his chest fiercely with one fist. Ca// me T-Rex! he said again, very
pleased with himself and then began to stomp back and forth across the cashier
aisle Aoor like the carnivorous dinosaur. Finally, returning from the cretaceous period, he turned back toward us, pointed to our order and began to shake his head
from side to side. / don't eat anything unless it's bled. /' d never eat one of those things,
the manager resolved.
It was a fascinating reaction on the man's part, one that we had in no obvious
way enlisted. Apparently, even the single order of a quasi-vegetarian item that was
his to offer for profit had struck at his identity as a happy member of a speciesist
society in such a profound manner that he felt compelled to provide a performative
rejection of what he took to be our critical countercultural position. Quite literally,
through a microaggressive burst, the Burger King manager had to underline for us
all that what he knew to be true prior to his customers' order of the veggie burger
(with all of its possible background context) had not been put in jeopardy by the
encounter. In this way, he sealed any fissures that may have erupted in his epistemology of ignorance and eradicated any possible contextual messaging that might
eventually lead him to overturn his cosmological certainties about the order of the
universe or his own place in it.

Microinequities
Vegans not only encounter microaggressions across society, but also microinequities, which Sue, et. al. (2004, p. 273) define as the pattern of being overlooked,
underrespected, and devalued. Whether it is at the supermarket or the average
eatery, shoe store, clothier, or anywhere else that the living animal body is brutally
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reduced to an unliving article for trade, there is a widespread structural ignorance to
vegan issues in most communities in the United States. While tiring and thankless
work, an interesting form of vegan education can be to visit these establishments
and to inquire of them what they have that is vegan, thereby making shopping a
form of public pedagogy (Giroux 2004). As in the Burger King example, this often
sends frontline help scrambling for supervisors in.a desperate attempt to figure out
what a vegan is and whether or not one can then be serviced there (the answer typically being, no). While the tactic is unlikely to foment thorough-going social change
from the animal standpoint, it can at least serve to generate critical dialogue with
people and possibly raise some metacognitive reAection about multiculturalism, as
well as put veganism on their cultural radar thereby.
Businesses are hardly the only purveyor of microinequities, though. Even
friends and acquaintances routinely overlook the need to find some way to demonstrate the thought of inclusion to vegan guests at parties or other gatherings. This
is frequently revealed when a vegan is offered and rejects the barbeque, cake, or any
list of items that is then rapidly produced thereafter, as it becomes more and more
apparent to host and guest alike that the vegan attendee had not been considered
during the event's preparation. At other times, friends will thoughtlessly engage in
talk about the delightful qualities of the non-vegan meal they may recently have
had or will display non-vegan merchandise to vegans in the search for their cordial
approval, something that of course cannot come without involving the vegan in a
fundamental self-contradiction.
Activists for other radical and progressive causes are themselves not above
overlooking and devaluing advocates for the animal standpoint. For instance, I have
been a part of many meetings where strong critiques of classism, racism, sexism,
or other forms of structural oppression are delivered by people who then go on
to consume commercial varieties of factory-farmed meat and dairy, entirely blind
to the problematical aspects of doing so.4 Moreover, vegans have had a hard-time
4 One could easily (and ultimately should) advance critiques of members of the vegan
community in this same way. For example, an entire line of vegan-friendly green consumer products - including gourmet ice creams, cookies, pizzas, chicken nuggets, and the like - have
sprung up in the last decade as both vegan manufacturers and other companies have raced to
fill the needs of what is demographically considered a niche market with significant buying
power. However, exchanging relatively low consumer cost meat for high-priced vegan frozen
and boxed food simply assists the capitalist system to effect transformation through a period of
potential crisis. It is no surprise, then, that companies selling vegan wares such as Whole Foods,
Inc. have been repeatedly tabbed as grossly exploitative of labor. In this way, veganism that is not
also anti-capitalist fails to strike at the larger structural problem and so can itself be a source of
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being heard in some activist communities, as they can be stereotypically characterized therein as white liberals who have adopted a political cause that works to
divert them from the need to examine the other forms of prejudice suspected to
be rooted within their lives. I myself have been the target of such criticism, and while
I would be the first to admit both my own imperfections and that there are some
vegans for whom this charge is undeniably apt, it is ?lso overly broad and misleading.
Thus, allies in other struggles are sometimes surprised to learn that important vegan
figures in the fight for social justice include people like Cesar Chavez, Coretta Scott
King, Alice Walker, and Michael Franti. While not a reason to adopt vegan politics
in itself, opening dialogue about why vocal leaders like these became vegan or why
other activists assumed that they would not be can serve to sow the seeds for the
kind of collective intersectional analyses that are ultimately necessary to understand
the matrix of domination (Collins 2000) that is used to divide and conquer counterhegemonic groups by those who would legislate our everyday lives.

Vegan Education in the Public Schools
Vegans can just as easily encounter micoaggressions and microinequities
in the school as they can in the larger society.5 While some schools have moved
to try to incorporate a consistent vegetarian (and sometimes vegan) offering on
the menu, the overall reality is that vegans are still treated like second-class citizens
in most school cafeterias. Even when there is food provided for them to eat, the
school experience is structured so as to reduce veganism to a personal special dietary requirement and not a collective political standpoint from which to mount
a transformative critique of society. When exhaustive ingredient lists are not made
openly available, or there is not clear transparency as to the manner in which the
available food has been cooked, and staff are not properly educated so as to be
able to easily answer questions about the food or its preparation, this constitutes a
form of microaggression by school administrations against vegans (and by extension
- all who eat at the school). It is crucial to remember, however, that behind these
continued epistemological ignorance. On Whole Foods, see for example, http://www.wholeworkersunite.org and http://www.ufcw.org/press_room/index.cfm?pressReleaselD=3, as well as
http://www.coopamerica.org/programs/responsibleshopper/company.cfm?id=309
5 Due co issue's of space, I will not cover the range of issues that might be covered under
this idea, which besides issues of school food include in-class dissection, the use of pesticides and rodenticides by schools, in-class pets, as well as the manner in which the history of nonhuman animals
(as with women, people of color, the disabled, etc.) has effectively been written out of the majority
of the school curriculum.
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dietary microaggressions lies a macroaggressive institutional logic, not just the careless or uninformed aptitudes of individual administrators.
Consider the recent story of Dave Warwak, a 5ch through gch grade tenured
art teacher in the Chicago-area Fox River Grove Middle School, who had previously
exhibited at Northern Illinois University but who was suspended and then fired by
his public school for teaching art from the animal.standpoint. 6 In 2006, Warwak became a vegan and decided to respond to evidence of animal cruelty by students at
the school by developing (and gaining approval for) a collective art lesson in which
a number of students and teachers created and cared for their own companion
animal made out of commercially-available marshmallow Peeps chick-shaped candy.
As with school exercises in which students care for baby eggs, people at the school
personalized their Peeps, spoke to them, and treated them as if they were subjects of
a life that were deserving of protection. At the end of the lesson, however, Warwak
surprised everyone by collecting the marshmallow chicks for a diorama school art
exhibit he then created in which the Peeps candies were represented as locked behind zoo cages, hung on the wall as trophy game heads, squashed as road kill, boiled
and fried in pots and pans, and enclosed between slices of bread as sandwiches.
According to a Sept. 12, 2007 Chicago Tribune editorial, this resulted in a rebuke
from the school's principal that Warwak was trying to influence students against the
school lunch program and he was warned to stick to the curriculum. In response,
Warwak replied that part of teaching art to students is to get them to think about
life and to have them connect their creativity up to the social issues that they care
very deeply about. He then turned his sights on asking for the removal of the Na~
tional Dairy Council's Got Milk? and other promotional posters which adorned the
lunch room walls, and when the school's cafeteria manager refused to take them
down, Warwak and his students posted their own vegan posters satirizing the issue.
He also began a more public campaign to raise consciousness about the quality of
school lunches being fed at the school, which resulted in his dismissal.
While one might question Warwak's collegiality, it also seems clear upon
studying his case that his firing resulted not due to his pedagogical style, but rather
because of his unwillingness to relent from using the art curriculum to explore his
6 The details of this story are formed out of personal correspondence I had with Warwak
in September and October, 2007, as well as the composite evidence and article links archived on
Dave Warwak's websites: http://www.inslide.com and http://peepshowforchildrenonly.com. The latter is dedicated to a self-published manuscript in which Warwak chronicles his pedagogical saga and
archives transcripts from resultant legal proceedings that took place when Warwak sued the school
district for being improperly fired and for not abiding by mandated state standards for character and
humane education.
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own school as a location in which to house the animal standpoint. By doing so,
he quickly found himself immersed in a hot bed of political issues related to the
existence of what could be termed the school cafeteria-industrial complex that lay
just below the epistemological surface of the school's day-to-day code of normalcy.
For instance, we might ask (as he did): Why were the Dairy Council posters in the
school? What was the school's food quality? Wh~t's wrong with inAuencing students against the school lunch program if there is a sound educational point to be
made in doing so?
Not only at Fox River Grove Middle School but also in thousands of schools
across the country, corporate agribusiness has run amok in the attempt to utilize
public education as a place to establish the naturalization of commercial meat and
dairy as lifelong eating habits, to generate increased sales, to subsidize the food
industry against decreased producer prices, as well as to funnel below-health standards food not fit for public sale. Warwak was correct to demand the riddance of
the Dairy Council's posters as they had in fact already been targeted for removal
from approximately 105,000 public schools by the Federal Trade Commission. In
May, 2007, the Commission ruled that the advertisements' message on behalf of the
dairy industry's Milk Your Diet campaign - that claimed that the regular consumption of milk promotes healthy weight loss - was scientifically misleading and false.7
A story on the matter in Alternet captures the corporate duplicity behind this overt
operation to infuse milk propaganda in schools:
The Milk Your Diet campaign (also called BodyByMilk; Think
About Your Drink; Why Milk?; 24oz/24hours; 3-A-Day; and Got
Milk? as in - one of these slogans has got to work!) ... shipped
truck-size posters of 'stache-wearing David Beckham, Carrie
Underwood and New York Yankee Alex Rodriguez to 45,000
public middle and high schools and 60,000 public elementary
schools last fall and conducted an online auction where students could use milk UPC codes as currency. (It's an amazing
experience, say the web promos, which were still up in May. Did
we mention you have a chance to win an iPod? And a Fender
guitar? And cool clothes from Adidas and Baby Phat? All you
have to do is drink milk to get it. Any size. Any flavor.)
7 The Federal Trade Commission ruling, while a victory for democratic science, came on
the heels of countless petitions filed against the Dairy Industry campaign by the animal rights organization, Physicians Committee for Responsible Medicine, dating back to 1999. The Commission
denied a hearing for all of the previous petitions.

THE PRACTICAL SCIENCE OF SOCIETY

18

The campaign offered $1,000 America's Healthiest Student Bodies Awards to schools with the most active students and saluted
them with what? Got Milk recognitions (Rosenberg 2007).
Schools across the country have utilized dairy industry materials in this
fashion because it is tacitly demanded by the USDA's National School Lunch Program, the primary governmental vehicle througi:1 which food that is in over-supply
is promoted and national prices thereby subsidized. In this case, schools are only
reimbursed for their food expenses by the program unless they promote items like
milk, which it has deemed a nutritional good.
It should be pointed out that this is the same National School Lunch Program that was slammed by a March, 2008 expose from the Wall Street Journal,
which uncovered that:
In reports dating back to 2003, the USDA Office of Inspector
General and the Government Accountability Office cited the
USDA's lunch-program administrators and inspectors for weak
food-safety standards, poor safeguards against bacterial contamination, and choosing lunch-program vendors with known
food-safety violations. Auditors singled out problems with
controls over E.Coli and salmonella contamination (Williamson
2008).

Worse still, the above phrase known food-safety violations is something of a
euphemism. For a prime beef vendor for the National School Lunch Program has
been the meat packing company Westland/Hallmark which, via undercover footage shot by the Humane Society of the United States, was revealed to be regularly
slaughtering downer cows (i.e., mortally sick animals that have also been linked to
Mad Cow and other fatal diseases in humans) for popular consumption. Though
having repeatedly denied any illegal wrongdoing for years, the ultimate revelation
of Westland/Hallmark's practices in turn led to the nation's largest ever recall of
beef (Associated Press 2008). Unfortunately, it was suspected that the large majority of the meat from Westland/Hallmark had already been eaten - much of it by
school children. Dave Warwak's art program therefore sought to provide a form of
epistemological rupture of the educational status quo in order to call attention to
the role being played by this sort of food in his own school. In so doing, however,
he threatened to parade the fact that the dietary norms constructed on behalf of
those attending public schools (as well as in the larger society) are generally set in
place by an emperor without clothes.
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Ecoterrorists in the Academy?
In closing, I would like to offer some cursory critical remarks about higher
education from the animal standpoint. While many colleges and universities exert
greater control over their food purchases than public schools, and have moved to
respond to increasing student demand for vegetarian and vegan menu options,
there has been far more interest in providing locally-produced foods as part of a
potential cost-cutting program legitimated through the language of sustainability
(Powers 2007) than in engaging in campus-wide discussion about the ethical dimensions of dining hall food services. Furthermore, the forms of symptomatic microaggression that take place against vegans in elementary and secondary schools,
and in the broader society, routinely occur on college campuses against students
and faculty alike as well.
To my mind, the most ominous of these microaggressive themes is the tendency amongst academics to uncritically reproduce the sentiments of corporations
and the state about the animal rights movement as being composed of irrational
and increasingly criminal elements. 8 This has resulted in a hostile campus climate
for vegan scholars working from the animal standpoint, in which their colleagues
maintain a psychological disposition that functions institutionally to delegitimate
research normatively informed by the unprecedented plight faced by nonhuman
animals. Crucially, this also feeds into an atmosphere of repressive tolerance within
higher education that stifles meaningful protest and just debate of vivisection practices on campus.9
The philosopher Steven Best perhaps represents the bellwether case for what
can happen professionally to animal standpoint theorists, as the repercussions for
his written inquiries on this matter have involved Best's being branded an ecoterrorist in the halls of the United States Senate, his having a permanent ban placed
upon his visitation rights by the United Kingdom, and his subsequently having his
departmental Chair removed under spurious circumstances that also allegedly involved attempts to revoke his tenure status as a professor. In my own experience,
I have been actively discouraged by mentors - for my own good - from doing
animal standpoint work, and when I have chosen instead to continue with it, have
been coached to remove relevant references from my curriculum vitae, and to otherwise de-emphasize the research interest publicly wherever possible. I should add
8 It should be noted that standpoint theory has been used historically to question the
right of capitalist society to define criminality in ways that privilege social leaders and further marginalize the struggle-from-below; see Lukacs (1971).
9 I deal with this issue at length in Kahn (Forthcoming).
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that the advice was not without some strategic merit, as my professional references
informed me after my being hired last year that prospective employers repeatedly
asked for assurances that I was just studying these things and was without any correlative background of illegal behavior. In a connected instance, dating back to September, 2003, a professor in my Ph.D. program easily wondered out loud with me
if I had anything to do with a then recent serie~ of alleged Earth Liberation Front
attacks on Humvee vehicles in the San Gabriel Valley. /figured it must have been you
and some of your buddies, he remarked. To this day, I am not sure whether or not
he was kidding.
More than ever before we need students actively engaged in critical animal
studies, yet it can be argued that the current academic trend is toward the penalization of animal standpoint research and vegan education. It may be argued
back to me that we are at present witnessing an almost faddish rise of scholarship
on nonhuman animals through the development of interdisciplinary posthumanist
discourse and the emergence of fields such as Human-Animal Studies. To be sure,
these developments should be pursued as potential opportunities to shatter the
long tradition of speciesist scholarship across the disciplines and to end the role that
higher education currently plays in producing an epistemology of ignorance about
nonhuman animals. But as Frank Margonis (2007: 176) has written, One of the key
philosophical strategies for maintaining the epistemology of ignorance is ... a tendency
to abstract away from social realities. In this sense, Iam skeptical that posthumanism
or other forms of academese that are detached from the concrete requirements
for animal liberationist praxis provide much more than a means to undermine the
animal standpoint by co-opting its language and tempering its aims.
My skepticism should not be considered cynicism about the possibility for
change, however. On the contrary, if the previous century was marked by an assault
on the lines of color, class, and gender, the 21sc century will be defined by the attempt to resolve issues of justice and species. The critical educator Paulo Freire (2000,
pp. 43) wrote, While the problem of humanization has always, from an axiological
point of vie~ been humankind's central problem, it now takes on the character of an
inescapable concern. As I have tried to relate, there are significant historical forces at
work effecting a culture of silence throughout mainstream society on vegan issues.
Yet in all sectors and levels of education, both formal and nonformal, the struggle
for a new paradigm of non-anthropocentric understanding is taking place today. It
is true that the end of speciesism cannot be guaranteed but, then again, neither can
the conditions which would allow for its unquestioned continuance.
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Validity and Reliability of Categorization
of Traits of Studies

Statistical control and analysis of traits of the studies are indispensable elements of meta-analysis and require realization of two basic conditions. The first one
involves identification and description of traits of the studies. The second one is a
sufficiently large dispersion of these traits. Described and categorized traits constitute empirical material used for statistical analysis. Such analysis should indicate
how individual traits affect the measure of effect power. This is why selection criteria
must guarantee sufficiently large dispersion of traits. This dispersion is a basis of
statistical analysis. Research studies that possess similar or identical traits make it
impossible to analyse the effect of the traits on the measure of effect power.
Description of traits of the studies may indicate content-related and methodological aspects that have been highlighted, and hence - studied well and in detail,
as well as neglected aspects, which have been the subject of superficial analysis.
The theoretical starting point of research studies on meta-analysis is decision
making, and, consequently, selection of the traits to be described and categorization. These common grounds of action are mainly accompanied by rational searching, based on formulation of detailed research problems. Subjects of selection are
all the traits for which there is a justified hypothesis that they significantly affect
dependent variables. These variables are the basis of calculations of measure of effect power.
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The grounds for selecting methodological traits in the process of description and categorization are constituted by experiences of meta-analyses made so
far. Suggestions of Glass and his co-operators, concerning patterns and recipes of
categorizing methodological traits, deserve some attention (Glass, McGaw and
Smith, 1981).

Validity of categorization
Validity of categorization means that categorization always allows the researcher to reach his or her intended purpose, i.e. data obtained by categorization
aptly reAect real properties of the studies.
When determining the validity of categorization, the most significant issue to
the researcher is whether the data obtained by means of that procedure accurately
reAect real properties and traits of individual studies or not. Validity and reliability
of categorization depend on definition of the categories and certain degree of subjectivity in using them. What is also an important factor is the trait determining if
the study reports used in meta-analysis are complete (e.g. all the necessary data are
clearly presented). However, even the most precise and unequivocally determined
categories cannot guarantee high validity and accuracy by themselves if the study
reports do not contain all necessary data.
Validity can rarely be studied empirically and determined quantitatively in
the form of indicators. Apart from that, one cannot claim unequivocally that a given
procedure is methodologically apt, while the other one is not. Validity is a property
possessed, to a greater or smaller extent, by each categorization procedure. Its significant element is the validation procedure. Validation of categorization is a process
that can never be finished - it is always possible to add or improve something.
Categorization of traits of studies possesses two important properties. One
of them involves determining whether dividing categories reAect basic traits of the
studies. The second one consists in making an entire list of the categories distinguished in the study. This entirety determines whether the list of categories includes
all-important traits of the studied phenomenon or not.
Validity of dividing and categorization can be settled only rationally. A rational test of validity should be carried out for each procedure of dividing or categorizing. Any category in each single procedure of categorization should also be closely
examined.
Validity of categorization can be established by means of expertise method
(i.e. opinions of experts). Three or more experts should carry out the rational test of
validity. According to the theories used and settlements made so far, they are able to
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estimate adequacy of a given category. This means that their estimates include clarity of criteria, explicitness of categories and the extent of their range. When making
this kind of search, one can base on one's experience in meta-analytic experiments
that have been made hitherto. There are two major purposes in the rational test of
validity postulated here. The first is to improve validity of categorizing. The second
is to propose a sufficiently good estimation of valisfity of the applied procedure to
the next generation of researchers. Therefore, the test discussed is necessary at two
different stages of meta-analysis. At the stage of planning the study, and at the stage
of preparing for categorization, the test improves the categorizing procedure and
its validity. It is a formative evaluation of the course of action. It is very important
for any meta-analyst. At the stage following the processes of division, the rational
test with experts evaluation should be applied again. It is a summing up evaluation, which should provide the users with information concerning the validity of
categorizing.
It is necessary to include the description of the two discussed tests in the final
report on meta-analysis. Description of a formative evaluation is important mainly
to the researchers of the issue, who intend to carry out a secondary analysis (e.g.
when performing successive and more extensive meta-analyses including identical
or fairly similar issues). Description of a summing up evaluation is important mainly
when using and applying meta-analysis to study educational practice.
1

Reliability of categorization

y

i
if
)

Reliability, which is one of the traits of categorization, is reached when a multiple categorizing of the same studies gives identical or very similar results.
Like validity, reliability of categorization is closely related to precision in defining categories and to objectivity in applying the categories. Another important
factor is the trait that determines whether study reports used for meta-analysis are
complete.
Kulik and l<ulik offer an interesting idea, indicating certain solutions in the
field of validity and reliability. They suggest that each meta-analytic report should
contain a description of all-important traits of studies included in the meta-analysis. Description of such details in the report allows other researchers establishing
whether the studies used for meta-analysis have been divided into appropriate categories. This allows successive researchers to complete (to verify) the meta-analysis
with improved and extended trait categorization. Meta-analytic literature shall not
be a truly accumulated material until almost any meta-analytic report contains such
details (Kulik and Kulik 1989, pp. 262 - 263).
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The situation concerning reliability of categorizing is different than it was in
the case of validity. Here, a rational test plays an incomparably minor role. However,
this does not mean that it is not used when determining reliability. It can play the
role of formative and summing up evaluation. The former evaluation mentioned
above is of fundamental significance for the improvement of categorizing procedures. When carried out rationally, the summing up evaluation is of no significant
importance. This is why it is mainly the empirical approach that deserves attention
when determining reliability.
The method of repetition (i.e. a method of double categorizing) is the major
method used in determining reliability of categorization procedure. The studies that
have already been divided should be subjected to repeated procedure carried out
in a completely different way. The procedure yields double results. Double results
allow calculating stability of the results, which is a measure of reliability of categorization. The actions allow using more than one statistical method. The simplest procedure is to count the studies which have been double-categorized in the same way.
Percentage calculations are recommended. Another statistical method which can
be used to obtain double categorization involves calculating dependence indexes
(correlation or contingency indexes).

Indexes of reliability
Let's assume that the studies that had been divided were subjected to repeated dividing procedure and, consequently, double results have been obtained.
The first procedure that should be applied is to count the studies categorized in the
repeated procedure in the same way as it was done in the first procedure. The next
step is to calculate percentage values.
The greater percentage of studies categorized in the same way indicates
the greater reliability of categorization. The weak point of percentage calculation
is making an allowance only for differences or lack of differences. However, these
percentages do not indicate the extent of differences occurring in categorization
procedures. Despite the shortcomings mentioned above, it should be admitted
that the discussed method is simple in use and in interpretation, and it does not
require any complicated preparations on the part of the researcher. The method has
one more advantage, i.e. universality, which means that the method of percentage
calculation can be used everywhere, no matter what the measurement scales of the
used variables are.
High percentage value of studies categorized in the same way suggests their
high reliability. When analyzing such a simple trait, it is assumed that the percentage
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value of the studies divided in different ways will be smaller. If criteria and category
descriptions accepted by a meta-analyst are not precise, the reliability of categorization can be improved. Howeve~ this statement is favourable. When interpreting
results of meta-analysis concerning statistical control of the discussed trait, making
allowances for statements concerning reliability of categorization and causes of errors is not only acceptable but also necessary.
.
The subsequent action should be analysis of the studies that were placed in
categories next to one another. Analysis of the differences (especially the larger ones)
allows increasing reliability of categorization, which does not apply to the meta-analysis performed alone. If the reasons for the investigated differences are more general
ones and they derive from objective conditions of categorization, analysis of different encodings may provide the researcher with premises that can be more widely
used. Relying only on the first category, despite the fact it is the most important
one, is not enough. This is because a situation may occur when, in the categorization
of a given trait, percentage of studies divided in the same way is larger (which is a
desirable effect) but the remaining number of the studies is concentrated around
greater differences occurring in lower categories (which is an undesirable effect).
In the categorization of another trait, percentage of studies divided in the same
way may be smaller, but the remaining studies are concentrated around smaller
differences. The greater the number of categories is, the greater difficulties in the
interpretation of categorization results. In such cases, it is more appropriate to use
correlation or contingency coefficients.
Diversity of the categorized traits results in the fact there are many correlation
or contingency coefficients that may be used as reliability indexes. The procedures
will be illustrated with two simple examples.
The advantage of calculating dependence indexes, i.e. correlation and contingency coefficients, involves making more precise allowances for the degree of
differences between both categorization procedures. Hence, dependence indexes
reflect categorization reliability significantly better than percentages. The method
requires use of many procedures when collecting and preparing data. When calculating dependence between various kinds of variables, different indexes should
be used. However, this limits the opportunity of comparing the results, and makes
interpretation of reliability coefficients more complicated.
Correlation index serves as a reliability coefficient. High reliability indexes
mean high reliability of categorization. Considering the nature of dividing and categorizing, one can theoretically state that only very high correlation or contingency
coefficients should be accepted as a satisfactory measure of reliability. It is true that
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there is no natural borderline between high and low reliability, because reliability is a
continuous variable, which results in its wide dispersion from almost zero reliability
to practically complete reliability. All the same, the correlation coefficients smaller
than 0.80 are regarded unsatisfactory. However, this does not mean that each categorization with small reliability should be excluded from meta-analysis, because
reliability coefficient always indicates the extent tD which one can trust the results,
as well as the way to interpret later results, obtained by categorization.
In case of research studies in which the number of categories is greater, and
the accepted scale is an ordinal one, Pearson contingency coefficient is calculated
and used as the index of reliability. Pearson contingency coefficient is easier in interpretation than percentage values. Comparisons of a given study to other studies
are also easier and more reliable. However, a shortcoming of Pearson contingency
coefficient lies in the fact that its value depends on the size of the table from which
it was calculated. Its greatest value does not reach 1, even if the interrelation is functional. In meta-analysis, this means that there is no possibility to obtain value of
C = 1, even if one assumes that all the studies were divided in the same way in both
categorization procedures. '
This is why C values are comparable with one another only when they are
calculated from tables of the same size. When procedures with different number
of categories (i.e. with tables of different sizes) are compared, one should use a corrected coefficient Ccorr instead of C coefficient.
Correction procedure is a complicated one, especially when the tables compared have a different number of both verses and columns.
There are some cases when interval variables are available during categorization. Howevec such situations are rather occasional. In such cases, Pearson correlation coefficient should be used as a reliability index. Pearson correlation coefficient
is the best of all indicators of interrelation of results - it best reAects the essence of
interrelation. However, this coefficient is rarely used in meta-analysis.
When working on meta-analysis, it is also possible to use the representative
method. The method becomes very useful when a given meta-analysis includes a
large number of single studies. After choosing the representative method, the right
step is to select a smaller trial from all the categorized studies. It is this trial that
should be used in the procedure of repeated categorization, based on the same
categories as those used in the first categorization. Results of the two encodings
allow obtaining information from which one can calculate percentage of the studies
categorized in the same way or correlation coefficient (it depends on the nature of
a given category). The obtained percentage values or correlation coefficients consti-
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tute a trial evaluation (estimator value), from which the confidence interval is to be
calculated, and, in the next phase - the significance level.

Conclusions
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Preliminary stages of meta-analysis, i.e. a review of study literature and selection of studies, are much more complicated than in quantitative reviews that have
been completed so far. Describing and categorizing of the study traits that are to
be statistically controlled in meta-analysis are at least equally or even more complicated. This is what makes meta-analysis fundamentally different from ordinary
reviews. To allow calculation of the significance of results of individual studies and
measurement of their contribution to final settlements of a given meta-analysis,
their basic traits should be quantitatively described and statistically analysed. This
refers to both methodological and content-related traits of the studies. Categorization and description procedures provide a researcher with the necessary empirical
material. Statistical control and analysis of traits of studies constitute an indispensable element of each meta-analysis.
In a meta-analytic study report, categorization and description procedures
should be presented in a way that makes it possible for the reader to evaluate the
range and the selection criteria, as well as to suggest opportunities for completion
and extension of the research activities performed.
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Postmodern Change in the Cognitive
Paradigm and Its Consequences for the
Methodology of Social Sciences

We live in a time often accused of relativism. A plethora of reservations falls
under this label: there is no clear hierarchy of values, order has disappeared, people
are free to do whatever they want; we have been seized by a crisis of values.
The Cartesian switch towards the subject has, in its consequence, caused
a crisis of the metaphysical search for the essence of things. Humans' subjectiveobjective attitude to the world has brought about the victory of instrumental, pragmatic reason. This has led to an expansion of experimental science, which escaped
universally accepted church canon and brought the modern human being many
unsettling questions regarding ethical boundaries of scientific progress. Technology
has been deified and used even in situations where other solutions (e.g. moral ones)
would have been better justified. The development of scientific methodology has
placed social sciences face to face with the problem of data verification.
The result of this altered situation has been the so-called anthropological
revolution in social sciences, characterized by its interest in purely human issues and
research of all aspects of life in relation to a person.1 Violent events of the twentieth
century caused many thinkers to criticize both technical rationalism and the logocentric metaphysical tradition of gnoseology and ontology, the common denominator of their criticism being dissent with the violent character of those approaches
1 Notably in vitalism-philosophy of life, philosophy of values, phenomenology, pragmatism, existentialism, hermeneutics.
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(technical rationalism may be exploited, while logocentrism skews the plurality of
things based on a single shared trait). The most prominent voice of this area is radicalized postmodern discourse.
Today's situation is seen as proof by some that the project of postmodern ism
pursued through Western rationalism and universalism has failed. Certain Enlightenment myths have been shaken 2:
• the myth of society's inevitable progress due to progress in knowledge,
• the myth of an impartial cognitive subject,
the myth of a possibility to reach the certainty of truth based on rational
cognition.
Rather than of reality, nowadays we speak of its radical or social construction; relativity has assumed the role of objectivity, while consensus and claims of
validity verified by debate have replaced truth. All cognitive activity is conditioned
by culture, history, society, and even by the personality of the perceiver. Hermeneutical understanding, along with interpretation of reality, have become major tools of
unveiling reality.

1.

The Myth of the Progress of Society Based on Scientific

Progress
One of the best known interpretations of postmodernism is Lyotard,s statement about the loss of the last great metanarrative with a legitimization Junction,
the story of societfs progress founded on the expansion of modern science. This idea
of progress has been largely impugned by two great wars against totalitarianism.
Provided that a project with a clear aim is missing, we can even understand the
conviction of some postmodern thinkers of the end of history3, as history is only
where there is also a future.

2 Grenz 1997, pp. 16-18
3 Fukuyama in his book The End of History and the Last Man asserts that the fall of the
USSR is a sign of history's end, for nothing bars democratic values of the West from securing a global
victory any longer. However, he is not the first who has pondered an end of historic eras. Let us mention Spengler's The Decline of the West and Gehlen's term posthistory, which he already used in the
1950s to indicate the fact that culture is no longer a formative force in the life of society. This is taken
over by institutions, whose functioning also creates a new ethos.
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Bauman the sociologist came with a typically postmodern, pluralist notion
that nowadays we live for projects, not a project, for any effort needed to realize a
project has fallen prey to privatization, deregulation andfragmentation 4•
The German communitarist K. 0. Apel says that a distinctive system of
complementarity of liberal society developed itself during modernism: Neutral when
it comes to values, but with a publicly respected rationalism of science and technology on one side and irrational private morality on the other. 5 According to him, this
system essentially corresponds with two areas: the logical positivism of sciences and
the existentialism of authentic personal freedom. The processes of modernization
resulted in individualism, which led further to self-centeredness, focus on particular
(and often selfish) interests, disintegration of relations with other people, and a loss
of purpose due to the vanishing moral horizon.
The logic of ruling knowledge, based, as Weber already surmised, on rational
treatment of natural processes, led to alienation, anomia 6, loss of freedom, dissolution of community, and destruction of the communicative presumptions of action.
A number of thinkers have even conluded that the entire modern civilization process
must have been fallacious from the start to have resulted in such a pathology as
totalitarianism 7. At the present, new technologies make up the main incarnation of
instrumentality, which is why this modernist image of reason is the driving power of
globalization (economical, informational, cultural).
Tradition has faced disintegration, and modern sciences have contributed
significantly to its weakening. According to Habermas, sciences have taken over
the monopoly on interpreting external nature, but have also devalued the traditional global interpretations which gave a universal meaning to the multifaceted
randomity of life. Social sciences in particular have been hit by this shift with dire
consequences: as sciences transformed the mode of faith into a scientific approach,
which only allows belief in objective sciences, the fact that this approach cannot
afford an adequate interpretation in the area of complex social interaction manifested itself. This placed social sciences in a problematic position that degraded their
importance for society: Social sciences ... in their contemporary state neither produce
socially applicable data able to deal with coincidences, nor trust strong theoretical
4

Bauman 1995, p. 13
Apel 2000, p. 62. This and all subsequent quotes have been translated from the Czech
editions of the original works.
5

6 A state of dissolution of social order, culture, values, norms; also a state of loneliness and
helplessness of an individual.
7 E.g. Horkheimer, Adorno, Arendt.
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strategies ... which allow access to objective context of social evolution. 8 Under such
circumstances, it is especially urgent to ask whether any methodology capable of
restoring and strengthening the status of social sciences exists.
2.

The Myth of an Impartial Cognitive Subject

Criticism of the enlightened perception ofa reAective, universal, absolute subject as we know it from Descartes to Husserl is typical of contemporary methodology of social sciences. A universal subject placing itself above or outside of the world is
constantly compelled to put everything in its surroundings into some unifying context.
This is, according to some inAuential postmodernists, a form of violating reality, for
reality is meant to be understood, rather than interpreted. They therefore speak ofa
need to decentralize the subject, to push it away from the thick of action, to weaken
its position, so that it would not yield to the temptation of wilfully labelling reality.
The concept of a universal subject was the result of a long logocentric tradition of the West, which became the target of major postmodernists' criticism.
Jacques Derrida left in his critical readings of Husserl, Heideggec Levinas, Benjamin,
Foucault and other philosophers or literary theorists an eloquent testament to
his linguistic-structural and critical-interpretative method of deconstruction which
served to reveal a hidden logocentrism even in the works of those thinkers who had
intended to make an ideological break with logocentrism, such as Husserl.
Derrida undermines the concept that "in the basis of our language there is a
certain 'presence' of being or essence that we can learn to know... that language ... can
'label' this given reality or capture it in its nature. Because of this [Western philosophers] search for some final 'word'-presence, essence, truth, reality-which should
serve us as a basis for thought language, and experience ('transcendental labelled').
They offer various names for this basis ('transcendental labelling')-God, Idea, the
World Spirit, I.
...This 'ontoteleological tradition' refuses to consider the possibility that our
cognitive or linguistic systems, in fact do not have any final basis. 9
With the arrival of structuralist methodology and its spread outside of the
area of linguistics, the enlightened, absolute, universal and unquestionable L this
condition of all cognition and constitution of purpose, was disputed. From this moment on, the I is decentralized, hidden behind structures and possibly discovered
only through them. The creative subject has dissolved so much that the meaning
8

Habermas 2000, p. 151

9

Derrida Of Gramato/ogy, Baltimore 1976, In. Grenz, 1997, p.138
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of a work is no longer given by authorial intent but by structured ways of reading;
a person cannot be understood through psychoanalysis but through the structure
of human cultural expressions; the I can only learn to know itself as an intersection
point of relationships, an object of discourse, or through describing its position in
the social system.10

3.

The Myth of Truth and Reality
The faith in reality is, out of all imaginary forms, the lowest and
most trivial faith."
(J. Baudrillard)

Postmodernism with its problematization of the subject also completed the
destruction of that which had always been linked to the transcendental I: the objective concept of truth. There is no universal, independent, final truth, but only part-truths. The criterion of truthfulness is neither an alignment of perception and reality,
as proponents of the correspondential theory of truth assumed, nor experimental
research of causal contexts of the empirical world, nor is it constitution of the world
through mathematics, nor finding an ideal objectivity phenomenologically, using
an eidetic opinion. It is not even an alignment of facts and statements made about
facts, as logical neopositivists argued.
Negation of these concepts of truth is related to the crisis of the transcendentally based idea of objectivity (the conviction that strictly knowing something
must have an ideal as its object has shown itself as unfeasible because an ideal can
be neither derived from experience nor directly given in an opinion, of which it is
more of a condition)11 and also to the problematization or outright rejection of an
objective world's existence.12
r

J
::>

10 More on the subject in Grenz 1997, pp. 117-121
11 Compare explanation of strict knowledge by Petrfcek, in. Derrida 1993, p. 27. See also
Derrida's discovery of the impossibility of phenomenological evidence of an idea. 2003, pp. 136-140
12 This rejection is, among other things, built on the demise of the Enlightenment concept of a mechanically functioning machine of the world based on the principles of physics. The
theory of relativity, quantum physics; the indeterminacy principle on the subatomic level, which
makes it impossible to measure both the position and the kinetic energy of particles, expecting said
particles to depend on their context-all these theories undermine the traditional concept of a socalled objective world: Agreement on the fact that our world is relative and connected to everybody's
participation is on the rise. (Grenz 1997, p. 59)
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Postmodernism therefore signalizes an inclination towards radically and socially constructivist solutions, towards stressing socially critical and interpretatively
epistemological attitudes13, towards negotiation of validity14, or the neopragmatic
identification of truth with that which is useful, functional, fits the shared knowledge as a social construct of reality best; which has passed social objectivization and
has been consensually recognized as truthful, r[ght, valid.15
Truth should no longer be even called truth, for this term is entirely connected to the belief that our mind is capable offaithfully representing something
located outside of it (be it a thing or an idea). This is, however, unattainable because
according to radical constructivists, the truth is no more than an apparent representation, a form of self-presentation of the cognitive self-referential system.16 Therefore,
knowledge cannot be an image, a representation of reality untouched by experience
and rejfection.17 Not even observation, the basic method of empirical research, can
lead to objective knowledge, being conceptualized from the perspective of existing
notional schemes and theories.18
The radically constructivist approach has also made a construct out of reality-a construct created on the basis of active self-formation of a self-referential,
13 One of the most inAuential postmodern figures of social criticism based on interpretation is M. Walzer, a representative of community-oriented social philosophy.
14 The second wave of the German Frankfurt School: Apel, Habermas, Honneth.
15 The pragmatic standpoint in postmodern discourse regarding social constructs of reality is chieAy developed by R. Rorty.
16 Among the founders of radical constructivism are neurobiologists H. Maturana and
F. Varela, and anthropologists G. Bateson, C. Castaneda, who were also inspired by the cybernetic
theory of the system. Their ideas have been developed in social sciences under the name of social
constructivism. In sociology, we encounter the view of reality as a social construct in the works of P.
L. Berger and N. Luckmann; in therapy, radical constructivism has penetrated as far as the systemic
approach (the school of Palazzoli, Cecchini, Boscol and Prat in Milan, the Brief Family Therapy Center
in Milwaukee under the lead of S. de Shazer, K. Ludewig's team at the Clinic of Psychiatry for Children
and Youth in Munster) and is being developed further as social constructivism by the Palo Alto team
(H. and T. Andersen, H. Goolishian), to where the origins of Bateson's career could be traced as well.
The systemic approach is, under the postmodern inAuence of second-order cybernetics (the problem creates the system), also increasingly oriented towards narrative. A client's story is understood as
a text, a narrative, whose meanings are to be deconstructed and reconstructed in order to change
the system defined by the problem.
17 Compare Glaserfeld, in. Schlippe von, Schweitzer 2001, p. 64. Petrfcek, however, rightly
reminds us, in. Derrida 1993, p. 27, that the transcendental world is dependent" in terms of meaning",
not in terms of reality.
18 As argued by T. S. Kuhn in his 1962 work The Structure of Scientific Revolutions.
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self-reAecting, circular, informationally isolated, creative and essentially unpredictable cellular system, which always reacts to unspecific external stimuli specifically,
based on of its own internal dynamics. Such statements must shake our notions of
determinism, causality or emergence as well.19 If we accepted the original radically
constructivist neurobiological positions and viewed the possibilites of education
with a predefined aim from them, we would proba.bly adopt a certain skepticism.
The postmodern glorification of language as the organizer of our experience,
leaning towards consensus, communication, narrative, interpretation, has led to yet
another shift in our understanding of reality: to its perception as soft, relative20, as a
social construct: It is ... important to understand this process not as individual, but
as social-to perceive reality not as the result of a personal, solipsistic process, but
as a consensual phenomenon ... What we cal/ 'reality' is created in conversation, in
dialogue. What we consider real we learned to see as real during a long process of
socialization and metamorphosis into language. Systems construe shared realities as
a consensus of how things should be seen. 21
The founders of social constructivism in sociology P. I. Berger and T. Luckmann
even believe that theoretical contemplation of reality cannot cover everything that
is "real" to members of society, which is why the sociology of knowledge they intend
to establish should concentrate on how human knowledge of reality is formed in
daily, non-theoretical or pre-theoretical life, focusing on ordinary knowledge instead
of ideas, dealing with social creation of reality. 22
Reality and truth seem to be merging into one. They are soft, dependent on
context, be it the linguistic system of communication, society, or discourse. Truth is
defined by time, history, relationships; not secure for the future and only valid until
proven irrelevant. It is always fragile and vulnerable to attack; its legitimity is constantly threatened, just as the legitimization procedures themselves are threatened.
Truth relies on compromise and consent. It is not a product of objective knowledge,
but of how acquired data are interpreted. It may, however, also be a result of the approaches and methods used, inevitably inAuenced by its observer's position. Truth
is hidden in open structure, constantly distinguished, postponed, differentiated. We
recognize it in traces and symbols, which also have the ability to obscure it completely. We possess freedom against it, including the freedom to choose from the
19
20
Simon and
21
22

Compare Kascak, in. Pedagogika, 2002, issue 4, p. 390.
Terms employed by the German authors of Die Sprache der Familientherapie, F. B.
H. Stierlin. According to Schlippe von, Schweitzer 2001, p. 64
Schlippe von, Schweitzer 2001, pp. 64-65
Compare Berger, Luckmann 1999, pp. 21-22
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rich offer of various discourses on truth such a theory that corresponds best with
our education, intent, motives and, naturally, our hierarchy of values.
The described postmodern constellation projects itself into the question
whether research in social sciences can bring objective, truthful, verifiable data. If
the premise of independent subjectivity, universality, objectivity, reality and truth
is shaken, what is left to us is basically concenrration on meanings, validities, interpretations, questions of our lived-in world, narrations and ways to relate reality, etc.
This comprises phenomena which are virtually inaccessible to natural sciences and
their methodology, yet are constitutive for the human world. Aside from this, we
should remember that the methodology of research in social sciences is faced with
the issue of responsibility towards the reality uncovered in such a way, for both the
methods used and the approaches to interpretation may also become sources of
manipulation and violence.
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Democracy, People's Agency and Prospects
of Change: A Quest for Inclusion

Abstract - This paper briefly looks into the ways of indigenizing de-

mocracy by evolving people-based participatory deliberative decisionmaking practice as a tool to enhance democratic responsiveness and
to strengthen functioning of local schools. Drawing on case-studies of
bottom-up approaches to school governance, the study examines an
array of innovative forms of participatory governance practices that
have emerged in diverse rural and urban settings to make state more
responsive and accountable to education of marginalized children.
These practices also enabled a fuller realization of peoples' rights as
common citizens drawn from the lowest strata of the society participated in and influenced larger institutions and policies that affect
schooling and life-options of their children.
Key Words - Deliberative Forums, Local Democracy, Marginalized

Community, Participatory Governance Practices

I.

THE PRESCRIPT

The Constitution of India (1950) aimed for free and compulsory education
for all children until they complete the age of fourteen years and this national commitment was to be realized through a more egalitarian, inclusionistic and equitable
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public education system. Yet, the goal to universalize elementary education (UEE)
continues to be elusive, both in qualitative and quantitative terms, in spite of muchpublicized education reform programs of the Nineties. According to the Annual
Status of Education Report (ASER 2005 and 2006), an independent survey conducted by Pratham, nearly 14 million children are out of school, 52-55% of these out
of school children are girls, and most children. leave government primary schools
without gaining basic skills of reading, writing and arithmetic [21].
It is not difficult to discern the identity of these children: they are children of
communities who are at bottom of the socio-economic ladder, largely located in
rural and poor urban tracts. The Educational Statistics (GOI, 2003-2004) reveal that
non-enrollment and discontinuation of education gets more pronounced by social
group and location [6]. Rural girls belonging to disadvantaged groups like Scheduled
Castes or Dal its and Scheduled Tribes or Adivasis are the worst off with a staggering 50% and 56% respectively having dropped out. In terms of social status, Dalits
and Adivasis are persons of discreet set of low castes that are excluded from social,
cultural, religious and other conventions of an elaborate hierarchical Indian caste
system. As now used, it implies a condition of being marginalized and deprived of
basic rights on account of their lowly birth.
Male-female differences are highest among the poorest quintiles of our
population in both rural and urban areas. The situation with respect to spread of
education among Muslims is also quite disappointing. SSRI Survey (2005) estimates
that 9.97% of Muslim children are out-of-school and this figure climbs up to 12.03%
in rural contexts, making it the highest among all social groups (Social and Rural
Research Institute, New Delhi). Thus Dalits ('untouchable, castes), Adivasis (tribal
groups) and Muslims (religious minorities) represent the most poorest and disadvantaged section of the Indian society, with social and spatial identity as the central
axis of their exclusion (17].
Govinda (2008) delineates three major levels at which exclusion from school
occurs: non-availability of school is the first level; dropping out at initial years of
schooling without gaining basic literacy and numeracy skills is the second level;
and acquisition of basic competencies but inability to transit from lower primary
to upper primary stage constitutes the third level of exclusion [14]. Some of the
other silent forms of exclusion are: underinvestment in resources for elementary
education, socially reproductive nature of educational provisions, discriminatory
school practices, disjuncture between socio-cultural ethos of home and school,
and institutional arrangements that lack accountability and responsiveness (17], (29].
Expanding and deepening community participation in state s actions appears to be
1
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a promising strategy to shore up this institutional deficit. Part of the challenge is to
move away from centralized, bureaucratic mode of governance to a more inclusive,
participatory form of governance through which the traditionally excluded social
groups gain a sense of agency by articulating their voice in decision-making practices that shape school and life-options of their children.
The critical educationists like Sadgopal holc;i that the government and its
varied organs has made education too dependent on over-centralized bureaucracy,
uniform practices that overlook nation's rich plurality, and more importantly, systemic exclusion of teachers, parents and community from building a perspective
on education. All of this has to undergo a paradigm change if meaningful school
education is to be made accessible to all Indian children for equity and social change.
In this new paradigm, the people would take the lead in moving towards UEE, with
the government playing a supportive role by making all the necessary resources
available to the Panchayati Raj Institutions (PRI), the local bodies for self-governance
and other people-directed initiatives for realizing transformative potential of education [25]. There is a growing corpus of informed researches that attest to the potential of participatory structures and practices in advancing social and educational
gains [22].

II.

LOCAL DEMOCRACY, PEOPLE'S AGENCY AND EDU ..

CATION

It is a well established fact that the social and institutional practices frame
and reproduce systemic inequalities in power relationships based on gender, class,
caste and other location characteristics. Democracy is then envisioned as a way of
organizing the state so as to evolve a more egalitarian social formation by redressing the compounded forms of social, political and economic inequities and exclusionary processes emanating from it. However, persistence of inequities, in spite of
a democratic form of governance being in place, has led the social scientists to critically examine the very conceptualization, construction and quality of realization of
'conventional' democracies and their intended transformative potential.
The ballot-centric form of democracy is largely entrapped in the state's rigid
institutional structures and practices that are falsely premised on the essentialist
assumption about the universal nature of human beings and their societal contexts.
In this centralized framework, there is no space for plurality of perspectives, differentiated identities, and irregularities that constitute a nation. Consequently, it fails to
meaningfully realize the espoused emancipatory agenda of liberating people from
social circumstances that dispossess and marginalize them [12].
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For democracy to be an empowering experience, it should be located at the
grass root level. For Jayal, local democracy is a way of enabling people to genuinely
participate in and influence policies that affect their life options. It is premised on
the belief that quality of public life will be substantively transformed only when
people "collectively debate and deliberate on issues of common concern, and are
provided with decision-making powers to give effect to their shared concerns." This
is a much deeper and direct form of democracy than the rather minimal conception of it as implied in the idea of elections [16, pp. 2-3]. The underlying vision is that
innate problem-solving capacity residing in common people can be nurtured and
distilled through a localized network of socially connected community, which collectively attempts to achieve its 'common emancipation' by inventing indigenized
solution to their problems.
In a socially stratified and culturally diversified Indian society, it becomes
imperative that a more localized, inclusive and participatory form of democracy is
practiced for building critical consciousness and a sense of empowerment in the historically marginalized people. Tracing the roots of democracy in distant Indian history and culture, Amartya Sen points out the Emperor Ashoka in the third century
BCE created a civic tradition of public reasoning and debating for accomplishing
wider social collectivity and ownership in arriving at a political consensus. The right
to participate in public deliberations was conferred equally on all people, including
women and slaves [27]. Rightfully apportioning the space among women, dalits,
tribal and other socially disadvantaged social groups in Panchayats, the constitutionally mandated local structures of self- governance is, then a way to take forward
the historically held values of self-governance and social justice. The Gram Sabah or
the Village Assembly, composed of all citizens eligible to vote is the base of the local
democratic structure and the ultimate forum of accountability.
The Indian project of participatory democracy as obtained through the self
governance practices gets somewhat displaced by the World Bank and the IMF
directed discourse on decentralization. The terms local governance and decentralization are often used interchangeably in the recent academic writings. However,
they are not coterminous. Jayal also views that there is 'more to local governance
than a focus on decentralization alone allows us to apprehend' [16, pp. 1]. In context of India, the notion of 'localism' as implied in concept of self-governance is
not ideologically congruent with role and scope of 'local' as invoked in the neoliberal developmental discourse. One is more people-based and the other, statist.
In the language of globalization, 'local' is primarily conjectured up to signify a way
of deregulating and decentralizing state bureaucracy by devolving responsibility to
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local, lower tiers of the administrative setup. This view is minimalist in its conception
and design and is generally enacted by the state through legal decrees for gaining
institutional efficiency.
Whilst, localism as embodied in the self-governance structures signifies a way
of nurturing and strengthening the self-steering ability inhered in masses to seek
optimal solution through collective action. From ~his ideological perspective, the
grassroots movements initiated by peasants, tribal, dalits and women are the instances of collective transformative capacities of people to challenge the existing
social order and state practices for claiming their rights and basis of existence. The
ongoing environmental movement against the construction of Sardar Sarovar dam
in the Narmada Valley is a rural people's struggle for non-compliance to centralized model of development planning that fails to take into account concerns and
interests of local people. Through such social movements, rural people have begun
to articulate their demand for space and voice in government's decision-making
practices.
l<othari, Nandy and many other political theorists hold that a more empowering form of democracy can be constructed by spearheading a collective struggle
against society's blind subservience to the state, and installing institutional alternatives that may deepen democracy, a la Gandhian way of indigenizing social transformation not as "an apolitical activity, but a lived political agenda for democratizing all
forms of organizations and consciousness in the society.
Amartya Sen's work on 'Social Choice Theory' holds that for realizing social
justice in a sizeable and stratified society, people, especially the disadvantaged should
be regarded as situated agents, and scope of their inclusion and participation in
state's decision-making governance structures should be enhanced. Critically reflecting on his work, Fukuda-Parr holds that for Sen, people are not simply beneficiaries
of economic and social progress in a society, but are active agents of social change.
Sen's idea of agency in human development is about demanding rights in decision-making practices so that people can live in freedom and dignity, with greater
collective agency, participation and autonomy. The collective action is an important
force that can pressure changes in policies and bring about transformative change.
Democratic governance through institutional practices that expand participation,
power and voice of people, and ensure the accountability of decision-makers is an
important way for gaining empowerment. These collective choices can then be
realized through' a process of forming associations, making alliances, and generating
public debates' [27, pp. 337].
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'Social Choice Theory is the study of systems and institutions for making collective choices, choices that affect a group of people. Such groups of people are
generally structured by gender, class and other forms of social hierarchies. From this
perspective, the ultimate success of a disadvantaged group then hinges critically
on the institutional framework available for equally participating in and exercising
power for advancing their welfare and for re~olving interests conAicting with the
other dominant societal traditions. This framework is necessary for reconciling with
the existing 'diversity of preferences, concerns, interests, and predicaments of the
different individuals within the society' [27, pp.370]. At the level of the state, this
means that institutional ways should enhance people's choices and not serve as
instruments of arbitrary domination.
Empowered Participatory Governance (EPG) is one such way 'in which
ordinary people can effectively participate in and inAuence policies which affect
their lives ... They are participatory because they rely upon the participation and
capacities of ordinary people, deliberative because they institute reason-based decision making, and empowered since they attempt to tie action to discussion' [11,
pp.SJ. EPG can be realized by reconfiguring the space between people and formal
state structures through creating intermediaries that have the potential to actualize people's participation in decision making practices. These intermediaries can
emerge in form of public forums or social associations, the bottom-up structures
that are designed to enable local people to marshal their ingenious understanding
and resources to respond to local exigencies such as a failing school, rather than relying on the uniform solution prescribed by centralized top-down system. Equality of
participation, informed deliberations and actualizing change through a concerted
action are the defining principles of these forums. Parent teacher association, village
education committee, school development committee, mothers group are some of
the more productive forms of associations for realizing the value of EPG. For Fung,
these associations construct a more dynamic form of democracy in practice than
the static configuration of conventional political representation and bureaucratic
administration [11, pp.340].
Creating spaces for empowered participatory governance then approximates
to the Habermasian notion of the 'public sphere'. This public sphere is a pluralist
civic space constructed away from the state, in and out of civil society. It is the space
in which people deliberate about common issues and concerns; it is a site of production and circulation of discourse that can in principle be critical of the state. The
public sphere is not absorbed into the state, but addresses the state and the 'sorts
of public issues on which state policy might bear' [20, pp.206]. The 'public sphere'
1
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can then be regarded as a countervailing force to state's 'official space' that according to Fine rests on, in fact is constituted by a number of significant exclusions. In
context of government schools, these exclusions have been embodied by parents,
community and the larger public interests [8].
A critical perspective of education offers a more inclusive philosophical vision by constructing governance alternatives in ten:ns of needs and experiences of
specific social groups, the ones whose contexts and voices have traditionally been
excluded from the mainstream theorizing and practices. The aim is to radicalize
education as a transformatory process that has potential to evolve a more equal
and just social order. The more egalitarian and participatory spaces can be created
within the education system for realizing the shared vision for real empowerment,
meaningful social change and equality. It is largely a dialogical process as it is characterized by collective participation and acceptance of interchangeability and mutuality in the roles of ordinary people and state.
The emerging meta-perspective further gains currency as in the neo-liberal
times, the impact of institutional failure is likely to be experienced most severely by
poor people since they lack meaningful alternatives. For instance, purchasing good
quality of private education is well beyond their meagre economic and cultural
capital. In such a scenario, organizing people into reAective bodies to harness their
social capital seems to be a positive way of contesting the state inertia. Schools, as
public spheres, provide the contexts in which shared visions, textured solidarity, and
ongoing struggles can be realized to re-experience democracy.

Ill. LOCATING PEOPLE'S AGENCY IN SCHOOL GOVER. .
NANCE PRACTICES: THE INDIAN EXPERIENCE
It is a widely held fact that basal character of social structure tends to largely
inAuence the form and structure of education system. In a hierarchically stratified
and unequal society like India, the dominant social groups have articulated and legitimized their interests through state's bureaucratic structure and arrangements in
ways that have further excluded the subordinated groups, those that were traditionally deprived of education. These exclusionary tendencies run counter to state's
claim of promoting egalitarian values and ideals that are enshrined in the Indian
Constitution.
On the basis of informed field-based micro realities, Velaskar observes that
'the dominant cultural, social and economic values, both Brahmanical and capitalist
of the ruling classes are deeply embedded in the hierarchical design of the institution, making it a most significant source of inequality [30, pp.198]. Raising the simi-
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lar concern, Jeffery questions the capacity of the existing educational system and
programmes to combat historically entrenched social and economic inequalities.
She holds that an interplay of agenda of international donor agencies, caste-based
interests, bureaucratic apathy, lack of political will and valorization of 'market' as
an alternative to state provisions has created a context for rooting and legitimizing parallel regimes of education. In emerging pqlitics of schooling, one experiences
education according to one's social and spatial identity, the most dispossessed are
entitled to the most run-down version of school, usually a non-formal education
centre manned by a para-teacher. Rather than transforming the social world, education may mainly buttress and reAect social and economic inequalities.
Balagopalan, on basis of her study of perception of schooling ideal in working
children in Kolkata, contests the very notion ofcommunity' as promoted and legitimized by the state in its educational provisions for the poor. In one such provision,
'club-schools', a one-room tenement was not only institutionalized as a school but
was also regarded as a site of pedagogic innovativeness [2]. This educational regime
then contravenes the constitutional entitlement of poor children to education of
equitable quality. Be'teille' also reiterates that 'in a deeply hierarchical Indian society,
the life chances are more unequally distributed than perhaps in any other society'
[3, pp.42].
In response to mounting criticism against the failings of centralized structures
and approaches of educational governance, the various government reports and
policies started rooting for an education system that is more responsive and accountable to the people. The National Policy of Education (NPE, 1986/1992) and
the constitutional revival of PRls, the local self governing bodies created a context
for reforming the school system by empowering the community to locally generate
and implement institutional practices to support the school. A number of government and non-government programmes were set into motion to put in place a new
framework of decentralized educational governance by deepening community participation in decision making practices.
Hoshangabad Science Teaching Programme (HSTP), Kerala Shastra Sahitya
Parishad (KSSP), Bihar Education Project and Lok Juumbish (LJ), largely the non-governmental projects standout as 'people's collective' initiatives to revitalize the education system by harnessing potential of the community to make the schools more
participatory and responsive and in the process the community's own development
in terms of its quality of life also gets advanced. These projects drew upon the community's ingenious knowledge and resources to evolve curricular and pedagogic
practices that were organically linked to children's socio-cultural context. By involv-
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ing community in the process of school mapping and micro planning, the people's
collective was initiated into the 'democratic culture' of decision-making and self
determination. The guiding assumption was that capabilities for self management
among the community members would evolve through lived practice rather than
prescription. Thus, these projects demonstrated the possibility of building a system of local governance for primary education from below - the grass-root level.
Community empowerment is then, not a notional idea. Rather, it aims at building
social synergy and cohesion by drawing all stake holders in a process of informed
decision-making that is tied to an action. Sarva Shiksha Abhiyan (SSA), the erstwhile
District Primary Education Programme (DPEP) is a nation-wide state interventionist
programme that is fashioned to reform the school system by involving community
as an equal partner in decision-making practices.
A marked increase in enrolment, retention, learner achievement, gender parity, social equity and other educational and social gains as realized through these
participatory practices are viewed with skepticism by a many educational theorists.
For instance, Govinda questions the sustainability of these short-term, project-based
efforts in bringing about enduring systemic changes in the traditionally governed
mainstream system. However, discernable positive shifts in mind-sets of bureaucracy
and emergence of participatory spaces in state's structures also point to potentiality of these initiatives as harbingers of change processes to transform the existing
system of school governance [15, pp.27].
An evaluatory study of DPEP by Ramachandran and Saihjee clearly brings out
that in absence of sufficiently empowered stakeholders in state provided primary
education system, the government school is becoming dysfunctional and is emerging as a site for reproducing inequities that exist in the larger social system. 'This
does not portend well for a democracy that is defined by multiple social identities
and voices'. This trend, if allowed to continue, will further aggravate the already serious inequality in access to higher education, thus making a mockery of the notion
that education is the most potent instrument for realizing greater equality of opportunity. The part of the challenge is to make local school governance structures
more effective by strategically bringing the 'genuine' stakeholders on board existing
decision making bodies [23, pp.178].
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IV.

THE RESEARCH STUDY

The data for this article is drawn from the larger PESLE Assessment Study
that was commissioned by the Aga l(han Foundation, India (AKF-1), an iNGO. In
its pursuit to support innovative 'school-based education reform' initiatives, Al<F-1
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launched the Programme for Enrichment of School Level Education (PESLE) with
the mandate to improve enrolment, retention and achievement of children by
impacting government school systems and practices. Disadvantaged children, especially girls belonging to economically weaker, socially marginalized and minority
communities in urban and rural areas were the intended beneficiaries of the PESLE
initiative (1999-2007).
The project objective was to bring together a consortium of civil society
initiatives working in elementary education under the PESLE's umbrella for consolidating, scaling up and mainstreaming the best school practices that emerged
in their specific socio-geographical contextual realities. The idea was to build a rich
collection of experiences, approaches, processes, and strategies to inform academic
debates and discourse for possibility of qualitatively improving the larger public education system.
Mobilizing community and building its perspective on education, continuous professional support to teachers, evolving culturally relevant pedagogic practices to improve educational outcomes, inAuencing state machinery with informed
field realities, and building social bridges among all stakeholders were some of the
positive PESLE Project achievements. Children, teachers, parents, community, state
officials, local social and political activists all were regarded as both critical actors
and stakeholders in the process. Developing critical faculties in historically marginalized for experiencing empowerment by meaningfully participating in more inclusive
people-collective forums was the underlying project approach.
With PESLE coming to an end in 2007, the objective of the PESLE Assessment Study (2006-7) was to document the 'best practices' that emerged during the
project intervention and have the potentiality to strengthen the mainstream school
system. Early childhood education, professional development of teachers, learning teaching processes in schools, school governance and management practices;
and community involvement were the broad project components that were to
be assessed. The assessment study sites were spread across the states of Rajasthan,
Andhra Pradesh, Gujarat and Maharashtra, both rural and urban.
The objective of present micro study, sub-part of larger PESLE Assessment
Study was to probe into the ways through which previously marginalized groups
increased their access and presence in school governance practices; and social and
educational gains of this enhanced participation in terms of student enrolment,
retention and quality of education and enhanced self-esteem of rural and urban
people. It was visualized that school would emerge as a potential site for realizing
a more empowering form of democracy in socially unequal society.
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A working framework was evolved to understand which strategies or combination of strategies contributed to the emergence of these shifts or changes in
different contexts. The framework incorporated direct observations, informal conversations, open-ended interviews and focus-group discussions (FGD) to empirically
capture the dynamics of field realities. FGDs provided a useful platform to build
discussions for understanding the perception anq experiences of various stakeholders in the decentralized school management practices. The children, parents,
family and community members, teachers PRls, political and social activists, and
government officials were primary focus groups of the study. In addition, records of
community meetings, parent meetings, school development meetings, Panchayat
meetings were examined to understand the nature and quality of deliberations and
decision-making processes that take place in these forums in the context of school
practices. School records also provided an insight into the patterns of enrolment, attendance and retention. Operationally, a school and its alignment with other social
actors such as children, parents, teachers, community members, social activists and
government officials constituted the project- site for the study.
In consultation with the local NGO, those intervention-sites were identified
as a study sample that held the promise of offering evidence of discernable educational and social gains as realized through participatory practices. The purposively
selected sample sites were located in the rural and urban settings of state of Rajasthan and Andhra Pradesh, the educationally lagging Indian States with schooling
outcomes skewed against girls, lower castes and religious minorities
In this article, four projects of rural community involvement are discussedGovri, Rundko, Barh Gujran and Monaka; and two projects of urban communityRana Basti and Janathanagar. Each case reAects the hard work of social activists,
parents, community, teachers, and practitioners for strengthening people's presence
inside the school and around concerns of education. Village education committees, parent-teacher associations, school management and betterment committees,
mothers groups, school-basti committee and other community-based organizations
are few instances that afford rural community the context to experience empowerment by participating in activities that support schools, generally the hierarchically
governed institutions. However, as these artifactual instances were purposively selected to look for the likely possibility of social and educational gains stemming
from the project initiative, the emerging conclusions are to be held with caution. As
substantiated below, education created a context for realizing 'collective empowerment' spreading across a diversified network of stakeholders.
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A. The Government Primary School, Village Govri, Block Thanagazi
Govri, a village in Thanagazi block of Rajasthan is primarily inhabited by Yadavs, a peasant pastoral community. The community largely comprises of marginal
farmers, cattle grazers and agricultural labourers.
It's 9: 00 a.m. and most of children have arrived in school well before the
scheduled time. They clean their classrooms, Grganize books and learning material,
water plants and clear play area. Children earnestly wait for Bal Sabah, the morning
assembly that announces the formal commencement of a school day. A group of
vibrant girls sing an inspiring song, Hum honge kamyab ek din ... We hold the belief
that we shall be successful one day, all of us would prosper. .. After observing the
classroom discourse and pedagogic practices for two days, a clear picture of school's
educational character emerges: school is envisioned to be an organic extension of
the school; classroom is seen as an evolving learning space and curricular experiences are linked to children's immediate social context; every child is counted in; and
teaching-learning processes are largely mediated through reAective practices. While
talking to a bunch of chirpy children, Shanti, an eleven year class five student proudly
says that of all the siblings, her father only trusts her in reading and understanding
the state s official correspondence. She also keeps an account of family1s monthly
expenditure. Many such children's narratives affirm the value of a functional school
in building enhanced self-concept and esteem.
The emerging scenario looks promising considering that till a few years ago,
the government primary school in Govri was largely dysfunctional in terms of student enrolment, retention, and level of educational attainment. The state education
machinery was too distantly located to support the rural school on a continuing basis. However, with the process of devolving of some of state s functions to local bodies, the community started perceiving the instrumental value of education in terms
of enhanced representation in local power structures at Panchayat and block level,
social mobility and livelihood opportunities. As Chattarpal, an elderly villager articulates, Earlier we never used to consider the issue of schooling our children seriously. As
1

1

we were slow to pursue educational opportunities, we, the Yadavs in Govri began to
lag behind the others, economically and politically. With education, Thakurs, Rajputs
and Meena children have done very well for themselves in last 8 to 10 years. We need
to catch up with them. Chattarpal's view reAects firming up of Yadav community1s
felt need towards education as a tool for gaining critical consciousness, sense of
agency to be counted in social and political structures and processes.
An effective school was seen as a prerequisite for gaining academic competencies for widening life's options. In Gram Sabah, a general body meeting of the
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village, it was resolved to get all the children of the village into school and ensure
that they subsequently go in to further education. Towards this end, community
approached the local NGO to strengthen its school's functioning and reconstituted
the defunct Village Education Committee (VEC), a formal state body to seriously
look into problems of the school and evolve effective ways to redress them.
The community started placing those issues qn monthly held VEC's meetings,
the agenda that were never previously considered: for instance, analyzing school enrolment and retention data, issue of teacher absenteeism, comparing effectiveness
of the school in terms of its teaching and co-curricular activities with the other government and private schools, quality of mid-day meals, and auditing school maintenance funds. In response to high incidences of girl child that miss out education on
account of tendering young siblings, the VEC decided to set-up a pre-school, a sort
of day care centre within the school premises. This partially relieved girl child of her
responsibility during school time. The community initiative was ably supported by
the local NGO that trained a 'mother teacher', a woman volunteer from within
the community to look after and prepare young children for formal schooling; and
provided meaningful pedagogic resources for furthering community's educational
aspirations. Many village elders like Chattarpal have donned the daily responsibility
of tracking absentee children and bringing them back to school.
The VEC also drew on its own political and organizational network for fixing the school problems. For instance, it impressed upon Block Education Officer
(BEO), the local administrator to transfer an underperforming teacher and got
a more committed teacher appointed in his place. All these collective efforts resulted in the government primary school in Govri to become the first school in
whole of the rural Thanagazi block in 2004 to realize the hundred percent rate of
enrolment (Table I). The occasion, first of its kind was celebrated with verve by all
the stakeholders: parents, community, local social activists, politicians, teachers, educational officials and the District Collector, the highest state official. The proactive
community petitioned to the District Education Officer (DEO) for up gradation of
school to secondary level and a residential hostel for adolescent girls. The demand is
likely to be acceded, informs the SEO.
With Govri, belief that systemic change can be realized through collective
social thought processes at ground level has firmed up. Govri's success story triggered a chain reaction ... Bhopala, Krasaka and other neighboring villages have also
got initiated into the process of owning government school and making it more
functionally accountable in terms of enrolment, retention, and quality of educational outcomes. Ram Pal Sharma, Block Education Officer (BEO) observes that,
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Table 1.

Children Enrolled and Reported as Attending School by Sex and Class, the
Government Primary School, Govri, Various Years
TOTAL(AII)

Primary Level (Class I to V)
Yeas

Class I

Class II

Class Ill

ClassV

Class IV

Boys

Girls

Total

25

76

63

139

13

30

79

78

157

12

20

32

89

77

166

11

10

21

90

72

162

B

G

T

B

G

T

B

G

T

B

G

T

B

G

T

2005-2006

19

18

37

12

12

24

9

16

25

18

10

28

18

7

2006-2007

19

20

39

20

15

35

13

11

24

10

19

29

17

2007-2008

27

18

45

15

15

30

22

11

33

13

13

26

2008-2009

19

20

39

22

14

36

16

17

33

22

11

33

Source: School Register, data supported by Block Education Officer, Block Thanagazi

through Govri we realized that people-based school governance arrangements are
an effective alternative. I strongly advocate enhancing community participation in
school's functioning. These observations clearly indicate a discernable positive shift in
mindset of state officials, rooting for community based systemic changes to realize
greater accountability.
A strongly felt need and realization of benefits accruing from education
steered the community to own the school and evolve ways of supporting it. The
emerging possibility of change is voiced by Ram Pyari, mother of a girl child,/ used to
think that my daughter would also tread the fatalist path akin to that of mine, there
is no other wa,\0 however with a school functioning on a regular basis, hope for leading
a respectful existence appears to be a realizable possibility for my daughter. Indeed,
an auspicious sign for future female literacy in a society enmeshed in web of brother
favoritism, gendered sex roles and child marriage.
B. The Government Primary School, Village Rundko, Block Deeg
Rundko is a remote habitation in Deeg block of Bharatpur district in Rajasthan. It is largely inhabitated by Meo-Muslim. Meo-Muslims are an ethnically unique
tribal community that practices both Hindu and Islamic customs, traditions and
beliefs. After embracing Islam in the 14th century AD, the community retained its
distinctive Hindu heritage and lineage. Once a warrior tribe, they now are marginal
farmers with nominal land holdings. Over the years, closely knit Meas got socially
alienated from the larger, mainstream society that itself is marked by distinct caste,
religious and ethnic fault lines. The literacy rate in Meo-Muslims is abysmally low,
less than ten percent of them can barely read and write.
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A mismatch between historically held religious traditions of Meo-Muslims
and formal school s ways oforganizing curricular experiences was pushing non-enrollment rate, especially in Meo girls to an alarming level. According to official estimates,
it is less than one percent in Mewat region. The educational character of school,
especially singing, dancing and pictorial representation of certain phenomenon was
perceived as anti-Islamic. The inAuential local clergy .advocated din-ki-ta/eem, study
of religion as the only form of education that was permissible to girls. Afsana, a 14
year old never-enrolled girl shared with me that Mau/vi, the local clergy advised her,
don't go to school, say your prayers and learn Urdu for reading Quran. Her parents
complied with Maulvi s dictate. Non-availability of all girl-school and women teachers further exacerbated the state of educational deprivation.
Both, the community and the school were encased in their own self constructed framework of reference and thus failed to see each other s perspective.
The local community based organization (CBO) intervened to break the deadlock.
It dialogued with local religious leaders and Muslim intelligentsia on one hand; and
on the other, it appealed to official machinery to take a more informed view on
the issue. Consequently, a forum - 'Stakeholders Forum was created for convergence of the state officials, PRls, government teachers, parents, community, local
religious leaders and social activists. Through this monthly held platform, all the key
stakeholders exchange information, break barriers, understand and appreciate each
other s views on school practices and evolve informed choices through deliberative
processes. Muslim women were also envisioned as critical stakeholders in enabling
girl child education.
As a participant observer in one such 'stakeholder-forum meeting, I observed that a series of issues were looked into: data of select schools was analyzed
in terms of enrolment, retention and quality of educational outcomes; framework
of forthcoming teacher training program was presented; monthly plan of action
were finalized; and dynamics of cultural resistance to education in some 'hard to
reach habitations were discussed. Khushiram, the Block Resource Centre Facilitator
(BRCF) concedes that, educational structures and practices are not always supportive of desirable educational outcomes. The system should have in-built flexibility to be
responsive to varying contextual needs and aspirations.
Staggering the government school timing to enable children to attend religious education in local Madarsa, making classroom practices more culturally relevant and appointing female teachers were some of the measures that were initiated
to bring back the children into the fold of education. Meds rich oral history and
traditions were integrated in school's pedagogic discourse. A meaningful interface
1

1

1

1

1

1

1
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between religious and formal school education was created wherein both systems
of education were seen more complementary than as adversary to each other. As
a result, an appreciable gain in student enrolment and retention, especially among
girls in the government school of Rundko was realized. According to school records,
about 56% of girls of 6-10 years of age and 72% of boys of the same age group are
currently enrolled. It is a healthy gain considering rhat resistance to girl's education is
stubbornly ingrained in community's social fabric. The change would have not been
possible without support of Maulana Mir Quasim of Meel ka Madarsa, a respected
religious figure in Deeg.
Sahib Singh, the community coordinator reminiscences that gaining an entry
into a closed community and realizing change in traditionally held mindset was
a daunting task. Keeping in view the contextual reality, a multi-pronged strategy
was evolved. At one level, women were mobilized around the issue of reproductive
health of pregnant and lactating mother and child; and on the other level, men
were organized into self-help groups for undertaking vocational training. With such
practices, trust of the community was won and an enabling context was created for
building the consensus on schooling of children especially that of girl child in changing times. Motivated Meo youths, progressive clergy and educated Muslim women
were taken on board for realizing a wider ownership of the process. It is painfully
a slow process; a wrong move can derail all the efforts that have gone in it till now,.
School visit affirmed the gains of education. A group of twenty young girls
were playing 'Panu: a game for promoting numeracy skills. A huge Aower petal
containing various number combinations was drawn on the Aoor. The teacher was
randomly announcing numbers, girl child had to identify correct answer and hop on
to the petal containing that specific number. Observing those girls singing, jumping
and talking confidently was indeed an evidence of the freedom of expression they
were enjoying. The girls told us with great pride that they commuted by bicycles
and were keen on pursuing higher studies, even if they had to travel far. Little Saira
can't say how old she is, but clearly articulates, / want to grow up to be like you,
a teacher' They had begun to envision career options in their limited lived realities.
Nagma, mother of Saira musingly says that her familial dynamics have changed since
the day all her four children have started going to school. Abdul, her functionally
literate husband comes back early to oversee children's studies.
The Rundko case raises the possibility of resolving the conAicting perspectives in a reasoned way. In a culturally diversified society, the interests and concerns
of the indigenous ethnic groups are likely to be either over looked or subsumed in
the state's uniform practices. From the perspective of Social Choice Theory, callee-
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tive decision-making emerging from a process of democratic deliberations is a more
constructive alternative to any generalized prescription. Sen characterizes this value
of democracy as, "the practice of democracy gives the citizens an opportunity to
learn from each other, and to re-examine their own values and priorities, along with
those of others ... guaranteeing of open discussion, debate, criticism and dissent are
central to process of generating informed and reAec;ted choices" [27, pp.3].
C. The Community Primary School, Village Barh Gujran, Block
Umrein
Small and scattered hamlets or dhanis are typical of a Rajasthanian village. Often, these hamlets are inhabited by a single social group or are divided into clusters
of differentially ranked social groups. Conventionally, spatial distance between two
clusters signifies the extent of their social separation. The hamlet located farthest
from the main hamlet is usually inhabited by the lowest ranking social group.
The village Barh Gujran has distinct hamlets of social groups: Thakurs and
Rajputs, the dominant upper castes; Gujars, Kumhars and Nais, the other backward
classes (OBCs); Meenas and Dhankas, the scheduled tribes (STs) or Adivasis; and
Reghars, Chamars and Balmikis, the scheduled castes (SCs) or dalits. Historically,
leather curing, scavenging and subsistence agriculture labour is the main ascribed
occupation of dalits; upper castes are engaged in farming and cattle grazing activities. To escape social denigration and exploitation, many families migrate to cities
in search of better livelihood options. The state school located in the main Gujjar
habitation is physically inaccessible to far-off hamlets of Regars and Balmikis. The
spatial exclusion of dalits further exacerbates their traditionally held exclusion from
various social formations at community and Panchayat level.
In Barh Gujran, the local NGO created a forum, Samudayik Bethak, the 'Community Meeting' for all social groups to converge, interact and collectively engage in
reAective practice of critically analyzing the contextual issues - social, political, ideological and educational. Through a series of deliberative discussions that lasted over
a year, a consensus was evolved to set-up a school in the village that would cater to
educational needs and aspirations of all social groups. With people and civil society
initiative, a school was set up on the common community land in 2001 in a Reghar
hamlet. Initially, only dalit children got enrolled in the school. Gradually, on basis of
school practices and outcomes that were far superior to the state school, children
of upper castes also started enrolling (Table II). In regularly held school-community
meetings, all social and gendered groups, including the most disempowered participate in school decision-making practices. Iwas the participant observer in one such
meeting. The issue of low enrollment of Balmiki children, the most dispossessed
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subjects in social hierarchy; and growing absenteeism among older girl children was
discussed at great length.
Table II.

Enrollment by Sex and Caste, the Community School, Barh Gujran, Various

Years
Year

Scheduled Caste (SC)
T
G
B

Other Backward Class (OBC)
,G
B
T

General Caste
B

G

T

0

0

0

2004-2005

38

40

78

8

2

10

2005-2006

29

36

65

7

4

11

2006-2007

29

30

59

9

5

14

4

4

9

2008-2009

35

42

77

11

5

16

5

5

13

2

Source: School Register

The process of building consensus among different social groups has its own
dynamics and requires both time and advocacy, not only to convince people of
the need to educate their children, but also to overcome internal dissentions. Prabhudayal, community coordinator for several years, observed that in his initial years
of work, Chama rs could not access water from water body at Gujjar Dhani. In the
women's group, too, if Reghar women came then the Thakur women said they
would not come. For over a year; I continued to engage reflectively with families,
other social and political formations and systematically brought them to a point from
where they began to appreciate the essentiality of education to their children. Through
a sustained process of continuous persuasion and negotiation, consensus was built on
where to construct the school.
Situating the issue of education in a social perspective, Chunnilal, a Reghar
dalit and President, Bhujan Samaj Party (BSP) puts up, till recently, education never
figured as an agenda in our caste and village Panchayat meetings, it was largely seen
as an upper caste entitlement. With political mobilization, awareness about education is spreading. Unfortunately, a section of Balmikis, stil are too backward to realize
their right to education. It feels good when upper caste and our children share the
same physical and social space. BSP is a political outfit that is mobilizing dalit masses
on issue of their rights, identity, and aspirations. In recent times, BSP has emerged as
a powerful counter force to dominant political and social configurations. Chunnilal's
views succinctly point to change in perception that is taking place in context of
firming up of caste-based power dynamics in local democratic structures and political necessity of taking dalits along. Interestingly, school is also emerging as a site to
assess this politically warranted agenda of social inclusion and integration.
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Effective pedagogic practices, awareness of one's constitutional rights and
building of a common perspective on school paved the way for sustainable social
and educational changes to take place. Shivraj, Rajesh, Nisha and other such children
of migratory families have stopped accompanying their parents in their seasonal
hunt for livelihood. They stay back to be in school. As Shivraj articulates, / always
envied school going children. I hated going with my p0rents to a brick-kiln factory and
sharing a crammed room with many others like me. The very thought of leading a life
akin to that of my parents scares me. I am studying hard to become a policeman so
that others would respect me. Phoolwati, her grandmother holds that with education Shivraj can pull the family out of vicious circle of poverty, deprivation and social
denigration. Education is seen as a path to success and for gainful employment in
government service.
As of now, most of children in catchment area are enrolled in school; older
children have ceased to migrate with their parents to brick-kiln factories; and dalit
parents have started participating in existing village governance structures to voice
concerns about their children's education. This shift suggests that education has created a context to re-experience democracy as a struggle over exclusionary societal
practices and subordinated social relations. In a society that is deeply entrenched
in a feudalist, castiest and gendered mind-set, school emerged as a potential site to
seek and realize social justice, rights and entitlement. However, it is a long drawn out
process for these educational and social transformative processes to evolve, mature
and fructify.
The local NGO played an anchoring role of a change agent. On one hand, it
mobilized and mentored different social groups to build a common perspective on
value of education; and on the other, it dismantled traditionally held beliefs about
social separation and caste purity by evolving a democratic culture of collective
reAection. Yogender, a local activist observes, when an effective people-collective is
in place, PR/s, education officials and other socio-political actors try to align with this
people-collective as the community has given them this 'other' identity of a Ward
Panch, Sarpanch ... community encircles the PR/ or any other socio-political formation
for that matter. .. in a democratic setup you can't ignore people's needs and aspirations for a long time ...
D. The Government Primary School, Village Monaka, Block Deeg
Monaka, a remote village situated at foot of the Aravali range is predominantly
inhabited by Gujjar families. It is a small village with 41 households and population of
310 (165 males, 145 females). Cattle rearing and farming are the main occupations.
Basic amenities like water tank, electricity, primary health center and connectivity to
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the metalled road do not exist. In 2003, Monaca primary school was on the verge
of being closed down as retention rate dipped below 10%. The school was virtually
dysfunctional because of a prolonged absence of a regular teacher. The local NGO
facilitated the village community to articulate and raise their concern at Panchayat
and Block level foras. As a result, non-functional absentee teacher was transferred.
Mohan Shyam, the newly appointed teacher v:;as given the charge to reactivate the
school system. The local civil society initiative also supported school by way of its
teacher and pedagogic resources. As on date, all children are enrolled and retention
rate is climbing up.
As Mohan Shyam, Government Teacher, Monaka articulates when I joined
school in 2005, school was in a state of disarray, children though enrolled did not have
the habit or urge to come to school. For initiating the process of re-energizing school,
I decided to stay-back in village and be available to children to build their faith in
education and compensate for 'missed out' schooling experiences. Besides locating
himself in community, the teacher adopted a series of measures to reach out to children: school timing and structure were made more Aexible; evolved indigenous ways
to integrate children's everyday experiences into curriculum transaction practices;
adopted cooperative learning strategies; 'partial engagement' with school processes
is better than 'no engagement', i.e. girls were encouraged to 'stay connected' with
school even if that meant coming for an hour, gap was subsequently bridged in evening; and activated School Development and Management Committee (SDMC).
The community supports the teacher in making teaching-learning material (TLM)
like abacus, clock, science models, repairing school furniture and taking care of his
boarding and lodging needs.
Table Ill articulates educational outcomes of collective efforts of community,
teacher and civil society activists in resurrecting a failing school. Other visible gains
Table Ill. Children Enrolled by Sex and Class, the Government Primary School, Monaka,
Various Years
Primary Level (Class I to V)
Yeas

Class I

Class II

Class Ill

TOTAL(AII)

Class IV

Class V

Boys

Girls

Total

4

30

34

64

3

6

34

34

68

10

13

33

46

79

B

G

T

B

G

T

B

G

T

B

G

T

B

G

T

2004-2005

8

10

18

10

8

18

7

11

18

3

3

6

2

2

2005-2006

10

6

16

7

6

13

10

8

18

4

11

15

3

2006-2007

6

11

17

11

13

24

4

5

9

9

7

16

3

Source: School Register
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are: a community of vibrant children who are earnestly engaged in process of learning and knowing; emergence of a people's-collective rallied around the common
agenda ofowning the school; community is becoming an active partner in process of
planning, monitoring and evaluating school activities through regularly held SDMC;
Panchayat and educational functionaries are visiting school on a regular basis; and
the teacher has started the process of inAuencing l~rger system of a teacher-collective by sharing success of this context - specific initiative.
A school visit affirmed the gains in this geographically alienated village. Class
four children were well versed in map reading, conceptual understanding of mathematical abilities was firmly in place, and they could Auently read and comprehend
textual material. They were equally knowledgeable about local Aora and fauna; ways
of cattle rearing and farming. What emerged from an interactive session with children was their steely resolve to overcome geographical and educational challenges
to realize their distant dream that entails treading a rocky stretch of four miles to
the nearest high school.
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Learning Levels across Rural Schools

Recognizing that in the final analysis, it is quality of educational outcomes
that reAect the value of intervention, a brief overview of learning achievements is
provided (Table IV). With the help of criterion-referenced tasks, basic competencies
of class IV children in terms of their ability to read and comprehend the written and
spoken language, expression ability as articulated through free writing; understanding of number concepts, problem solving, seriating and sequencing pattern, and
geometrical concepts was assessed. In the area of language, children were able to
Mean Achievement Score (%) of Class IV Rural Children for Language and
Mathematics

Table IV
Tasks

Govri

Rundko

Monaka

Gadbasei•

LANGUAGE
Reading & comprehension

45

51.6

73.6

21.6

Listening & comprehension

38.33

73.3

47.4

38.33

so

33.3

39

15

Understanding of numbers & place value

39.S

33.3

66.76

27.08

Fractions

91.6

75

100

91.6

Arithmetical ability and word problems

55.S

40.7

66.24

12.96

Representing time in clock
Geometrical ability

83.3

25

78.6

0

Free writing & grammar

MATHEMATICS

Source: The PESLE Assessment study (2007), AKF
The Government Primary School, Gadbasei, a non-intervention school

a.
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read Auently with comprehension. Some children had developed the ability to write
simple sentences, though they were not able to form a complete paragraph. In case
of mathematics, almost all children, across schools had developed a fairly good understanding of numbers, place value and most of them could do basic arithmetical
operations and solve word problems related to them.
The level of learner achievement is much ~igher than that of children in nonintervention, rural school in Gadbasei and basic competency of class four children
in state schools as assessed by ASER-2006 Study [21]. Level of learner's confidence,
enthusiasm, eagerness to learn and ability to link everyday knowledge with schooled
knowledge further affirmed the pedagogic soundness of school practices.
E. The Government Primary School, Rana Basti, Jaipur City
With shrinking of agrarian economy and frequent crop failure, Jaipur city, the
state capital of Rajasthan is experiencing an unprecedented inAux of migrants who
are descending on the state capital in search of better livelihood opportunities and
life options. In absence of well-intended social welfare policies, the incoming mass of
the dispossessed people settles down on any available vacant stretch of state land.
Their settlements are built without valid permission, without infrastructure, and
without any modicum of planning. From the state's perspective, these migrants are
the illegal inhabitants and hence are excluded from the basic entitlements that are
being conferred by the state on its people. Consequently, there are no specific policy
directives or provisions to address the schooling needs of the children dwelling on
the encroached state land. This official posturing contravenes the constitutional
mandate that any child irrespective of her spatial location is entitled to education.
Rana Basti slum is an instance of one such informal slum settlement. Against
this exclusionary backdrop, the people organized themselves into a slum-level
association - the Basti Committee and resolved that school is the basic right of
children and children should not be denied education on account of their spatial
location. The 'Basti Committee' moved an application to the Principal Secretary,
School Education and Commissioner, Jaipur Development Authority for constructing a temporary structure for a government school in their Kacchi Basti, an informal
slum settlement. The local municipality made th.e land available to the school, free
of cost. In the foundation laying ceremony of the primary school, I observed that
the local political representative, state functionaries, government teachers, parents,
local social activists and community members converged on a single platform to
mark the occasion.
With the setting up of a government school, a 'state institution' on an unauthorized public land, a heightened sense of empowerment was visible in the com-

Democracy, People's Agency and Prospects of Change: A Quest for Inclusion

63

munity that till now had perceived itself merely as an 'electorate mass'. The community experienced a shift from the 'representative democracy' as exercised through
voting as a periodic elector to the 'participatory democracy' where the system took
into account the local people's needs and aspirations as the basis for taking up action. In such an expanded framework of collaborative partnership that cuts across
various levels of power structure, there is a 'wider qwnership' of the school and its
practices. The process of setting-up of school has being initiated in some 324 slums
in Jaipur city.
As of now, the government school is functioning from a temporary makeshift structure. The teacher has started the process of enrolling and orienting children
to the basic schooling competencies. The case of Rana Basti symbolizes a struggle
to seek identity, social justice and equitable entitlement by those excluded from
the state's misplaced development policies. In the process, the assumptions perpetuated by the dominant development discourse that the subalterns are neither
cognitively able to articulate their own world view nor can validly interpret their
own oppression also gets dismantled. The school has emerged as a primary site for
deepening the meaning of democracy as an ongoing struggle and for anchoring the
transformatory processes that can be spread to the other sites like health, food and
livelihood security.
Transformation in Rana Basti could be realized because of a visible shift in
the mind-set of policy planners, bureaucracy and state officials. The rigid government system is 'opening-up' to give space to local, community-based initiatives. It
clearly emerged in a discussion with Akhil Arora, Director, SSA, Rajasthan Council
of Elementary Education. He opined that till now the social disadvantage image
was limited to rural sector; urban marginalized never figured prominently in state's
planning exercises ... the government has now realized that rather than prescribing
a universalistic strategy, it will be more meaningful to partner with local people to
strengthen the school system'
F. The Government High School, Janathanagar, Hyderabad City
In large metropolises, especially in the old industrial cities like Hyderabad, the
state capital of Andhra Pradesh, spatial dispossession as concentrated in tracts of
slums and squatter settlements is the most visible and evrdent form of social exclusion. For slum-based community, material impoverishment, social dislocation, and
exclusion from society's strategic resources, in particular the school is an inscribed
way of life. The landless and marginal farmers, local artisans, weavers, potters, and
other dispossessed groups who have been unwittingly subsumed in industrial economic order constitute the social fabric of a typical urban slum.
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An education survey was conducted by the state government in 2006 in select child-labour intensive slums or Basti in Balanagar Mandal of the Hyderabad City.
The survey found that many slums lacked basic schooling facility, while others were
served by an under-resourced school system that was largely dysfunctional in terms
of quality of schooling and other stimulating experiences, teachers' pre-constructed
stereotypic beliefs about academic abilities of ~hese children, and a limited horizon of realizable social and occupational mobility as seen by parents and children.
Madhusudan, Additional Project Coordinator (ACP) of state SSA Program further
informed us that, Though enrolment is over 95%, but only 27% of children in class five
can read and write. The major challenge is to improve quality of schooling experiences
so as to retain children and raise level of their academic competencies. He visualized
an active civic society support in realizing SSA targets and educational outcomes.
At every point, both inside and outside the formal education system, there
are social forces which systematically create a context for children to disengage from
school and to get appropriated into dynamics of informal labour economy. Rolling of beedis (local cigarette), making incense sticks, manually moulding iron stripes
into safety pins, working in liquor shops, auto repair workstations, bootlegging and
domestic helpers are some of the occupational destination of school drop-out children. Children are highly vulnerable to physical and mental health hazards.
In response to ground realities of slum children, some of the interventionist
measures that were evolved to bring back school drop-out, never-enrolled working children into fold of formal education system were: mobilizing community for
building perspective on education, strengthening teacher training program, linking
school practices to community's contextual realities and building a wider network
of ownership that is collectively responsible for improving educational level of children who otherwise run the risk of either receiving poor quality schooling or missing
out on it altogether.
The civil society was an active partner in implementing and owning SSA
processes. With support from a local NGO, 'The School Development Committee' (SOC) was constituted as a forum for multiple stakeholders - children, parents,
families, communities, local social and political activists, teachers and government
officials to converge on a common platform to engage in a continuous process of
collective reAection, decision-making and evolving action to revive the failing neighborhood school. For an enduring change to occur, all of them were visualized to
be strategically equal partners in the process. SOC was envisioned as an innovative
participatory approach for rallying people's collective around common agenda of
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owning the neighborhood school. SOC was constituted in each of the some 44
elementary and high schools in the Balanagar Mandal by an official order.
The Government High School in Janathnagar is one such school that figured
near the bottom of annual academic league tables published by the state education department. One of the major tasks of School Development Committee of
Janathanagar was to stabilize school attendance.11-Je Community Volunteer (CVs)
played a crucial role in ensuring students' regularity. Every day, after the roll-call is
over, they collect list of absentee children from headmaster, make a hurried visit
to these children's homes, try to sort out their problems, if any, and then persuade
children to come to school with them. For, Laxmi and Swarnalatha, the CVs attached to schoo!i sibling care, storing drinking water; seasonal illness, and the family's
economic uncertainties are some of reasons for missing school. On day of the field
visiti Community Volunteers were able to bring back five out of fourteen absentee
children.
Box 1 affirms that SOC has gone far beyond its intended mandate. It is emerging as a pressure group for liberating children from their work places and reinstating them in school; ensuring that Basti children stay connected with school; and
inAuencing the larger society and local political-administrative system. As Ramesh,
SOC Member, Janthanagar articulates / used to employ children in my flour mill as it
was a form of cheap labour. With the intervention of SOC I have not only stopped the
practice but feel morally responsible for education of Bala and Suresh child labourers
and his former employees. Ramesh got both children enrolled in the Janthanagar
School and is taking care of their educational needs. He is actively campaigning
against child labour as a member of School Development Committee.
In a well-attended SOC meeting, I observed that over twenty members assembled in the principal1s room, listened to each other, questioned, argued, and
systematically worked out solutions for a range of issues such as: fixing malfunctioning Aushes in toilets, requisitioning the zone education officer to release grant
for procuring text-books, deciding to retain poor performing students for an extra
year in the primary school before they reach the examination - oriented senior
classes, finalizing modalities for selecting para-teaches, and reviewing the impact
of book reading club, a after school programme for improving students' literary
competency. The community in Janathanagar is today positioned as the primary
decision maker within school. However, it has yet to cover a considerable ground as
the material power is still held by the central administration. Nevertheless, school
reform practices in Balanagar Manda! provide a framework of collective resolve and
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Box 1. School Development Committee (SDC), Government High School, Janathanagar,
Moosapet Cluster
Area Profile
Child labour intensive industrial area; parents are largely illiterate and are engaged as construction labourers, scavengers, sweepers, or domestic helpers.
SOC Profile
Members are petty shop owners, a civil contractor, an electric sub-contractor, auto-drivers,
a retired government teacher, a flour-mill owner, a labour contractor and parents.

School Vision, assumptions, accomplishments and impact as articulated by SOC members
Vision
Providing an equitable education to all disadvantaged children drawn from the specified
neighbourhood
Working Assumptions
A dysfunctional school contributes to child labour; a meaningful engagement of community
in school functioning in terms of active SDC will ensure retention and achievement; one
teacher per class till primary and subject-specialists from class - VI onwards; school atmosphere should be child friendly, stress free, collegiality among staff members; and activities like
library and reading club will further strengthen school functioning
Accomplishments
Up-gradation of school till class - X; waiving-off examination fees; free textbooks for class - X
students; realising transfer of incompetent teachers; SDC generated funds to provide for five
additional 'qualified' teachers to further reinforce school's teaching resources
Impact
Sharp increase in student enrolment and retention; Growing concern and realization on part
of the parents towards education of their children; Impressed upon the larger community to
discontinue employing children in their establishments; Attained the status of the best school
with respect to academic achievements in Moosapet Cluster;
Exodus of children from government to private school has been reduced; Community has
easy access to school functioning in terms of its records, data and results; Process of owning of
the government school by the local community has firmed up.
SDC is emerging as an empowered body that is capable of developing a school competency
checklist, critically analyzing school results and questioning teachers for failing results

Summing up
"... community has to start owning up the neighbourhood government school as private
education is becoming unaffordable ... it is the time for community to respond to the needs of
the school. .. otherwise it will be too late to revive the system" (P. Abhimanyu, SDC Member)
Source: As constructed on basis of school records, minutes of SDC meetings and FGD held
with SDC members, parents and governments teachers, High School, Janathnagar, Moosapet
Cluster, Balanagar Mandal, Hyderabad.
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DISCUSSION

A. Prospects and dilemmas for Change
This paper examined some of the possible ways, both theoretically and practically, through which potential of ordinary people drawn from the lowest strata of
the society was harnessed in a concerted fashion to inAuence larger institutional
practices that affect schooling and life options of their children. The strength of
these participatory efforts lie in their artifactual nature, i.e., Samudayaik Bethak or
Community Meeting, Stakeholder Forum, Mother Group, School Basti Committee
were largely the informal people-collective arrangements that evolved naturally in
different ways in response to exigencies of the local situation rather than passively
relying upon a top-down institutional arrangement that fails to take into account
contextual needs and specificities. An additional gain was that people who got initiated into deliberative culture through these intermediaries have started demanding the same consultative mode to be practised in formal, state bodies like village
education committee, school management committee and other social or political
arrangements.
The intrinsic value of these constructive efforts, though of modest scale, is
inhered in their potentiality to re-construct school as an organic extension of local
community, the hub around which all social activities and formations get formed;
holding state officials accountable to community; and according an active role to
community to ensure school's effective functioning. These concerted efforts gain
significance against the backdrop of state's traditional framework that conceptualizes school as a stand-alone, fixed, rule-bound system that is alienated from the rural
community's social realities; the school is managed by controlling teachers through
an inspectorial supervisory system; and the community's participation is limited to
a 'tokenise' nomination in largely defunct state bodies.
The concluding section draws out a web of possibilities that emerged during
the study for reforming school and social practices. These possibilities assume an
added significance as in neo-liberal times, the Indian State is struggling to meaningfully resolve the dilemmas such as the choice between centralization and decentralization, institutional and local context of education, regulatory and participatory
form of school governance, bureaucratic structure and democratic culture and,
singular and collectively evolved vision. It is a challenge as selecting or deselecting
a 'choice' can further marginalize or empower the ordinary people, specifically the
most subordinated.
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B. Dialogical Relationship between State and People
The governance of education is largely a state held welfare activity. However,
state's conventionally assumed role is changing in response to emerging economic
and political compulsions. In neo-liberal statecraft, decentralization is widely promoted as a major instrument for deregulating and disaggregating state's functioning
by opening up the space for multiple other act0rs, primarily the markec state's own
'delivery agency' model of public education and the others to intervene. Krishna
Kumar cautions that neo-liberal perspective is often whipped in the education disco'urse to cover- up the inefficiency of the Indian State in providing equitable quality
of education to all children. An instrumentalist notion of the state 'poses a grave risk
for the role of education in harnessing the intellectual and creative potential of society'[18, pp.10]. The author portends that in a traditionally unequal, rural and sizable
society like India, the space vacated by the State does not necessarily translate into
genuine people participation. Rather, in absence of a strong alliance between state
and rural community, chances of it being usurped by market forces are amplified.
From this viewpoint, a more nuanced theory of the state is needed than is usually
available from the liberal state-versus-market debate.
In order to full-fill its constitutional mandate of providing free and compulsory education to all children till they attain the age of fourteen years, the Indian
State needs to be positioned in a way that it is strong (literally speaking) enough
to offset the impact of supranational forces on the one hand, while on the other,
it strives to evolve a framework of governance in which all the stakeholders feel
sufficiently empowered as their concerns and interests are systemically addressed.
To realize the intended transformative potential of education, it is then imperative
that state-society relationship should be reconfigured in a manner that the state
continues to be the major provider of equitable quality of education to all children,
builds a democratic culture of public participation and deliberation in education,
provides some coordination in the face of externalities across social locations, and
organizes the field of possibilities for maximal accrual of social and educational gains.
The task of everyday conduct and governance is devolved to people for strengthening local school s functioning. It is envisioned that synergy between a strong state
(not necessarily decentred) and an empowered community would have potentiality
to move towards universalizing elementary education, to ensure equitable distribution of institutional resources across different strata of the society, and to keep the
market forces at bay.
The field data also attest that improved functioning of the government
school led to folding up of the private school in Govri and)anathanagar; and resur1
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recting of the government school in Monaka. I came across many similar instances
during the study. These findings also gain significance as a dysfunctional school is
likely to impact poor people with greater force as they lack meaningful alternatives.
With their meagre economic and cultural capital, the choice of purchasing private
schooling does not exist. With privatization of education getting an active push in
policy discourse, in the context of present study, CO[)stituting vibrant public culture
within the state's schooling system emerged as a viable countervailing strategy. An
interlinked observation is that if governance space is reconfigured from people's
perspective, then community emerges as a decisive force by virtue of self-steering
ability inhered in it. The emerging reflective community is not a residual, an adjunct
to state or market as is being assumed by many political theorists.
C. Making Institutional Context of Education more Inclusive and
Participatory
The institutional context determines, to a lesser or greater extent, a group's
or an individual's capacity to make informed choice, and then to transform those
choices into desired actions and outcomes. There is a burgeoning literature to support the observation that compliance to regimental culture of bureaucratic arrangements or to dominant social ideology does not enhance the school functioning.
Rather, it stifles the inherent ability of teachers, parents, community and other social
actors to innovate in the challenging conditions.
The effective schools in the present study were those that either evolved ae:tive public spaces or energized the existing institutional and social forms by infusing
them with collegial culture of democratic decision-making. These concerted efforts
ranged from creating or invigorating deliberative forums at the level of community,
local government institutions or state. At the most inclusive end of the spectrum,
people were able to influence the decision to set-up a school in Barh Gujran, Rana
Basti, analyzed school's performance in terms of students' achievement in Govri,
Janathanagar, making pedagogical practices more contextually relevant in Rundkho,
and realized the transfer of underperforming teacher in Monaka.
These participatory efforts set into motion a chain of change processes, albeit slowly: collegial and deliberative culture was established in school to improve
its functioning, a more inclusive community-school forum created an avenue for
strengthening social building, an enabling familial context was created for girl child
to attend schooL and state machinery became more responsive and accountable.
These change processes were realized by instilling the habit of deliberative decisionmaking that is tied to an action among those common people who have been
hitherto tuned to a system of top-down decision making. In this dynamic process,
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a more critical consciousness and sense of agency was gained by women, landless labourers, dalits and other social groups that are often locked into a cultural
framework in which they perceive their disempowerment to be a 'naturalized' and
just social act. With the emergence of these empowered social identities, the state
and society's mental space in constructing and reproducing educational and social
inequalities also get desilted.
.
To conclude, mere constitutional promulgation does not necessarily translate into genuine community empowerment as envisioned by the 73rd and 74ch
Amendments. A set of enabling conditions have to be created for institutionalising
the practices of self-governance, otherwise, common people would Aounder due
to lack of capacity, knowledge, or internal conAict. The holding assumption is that
capabilities for self management among the community members evolve through
practice rather than prescription. This belief concurs with SSA's perspective that
community ownership is vital to ensure accountability and needs to be cultivated
by assigning responsibilities in grass root level initiatives.
D. Building a Wider Ownership of the School
The constitutional mandate of the independent India envisioned education
as a vehicle for personal progress and empowerment on one hand, and as a site for
seeking social equity and justice, on the other. However, exclusionary tactics of the
bureaucracy stiAed the realization of any such intended transformative possibility
of education by rejecting or undervaluing the vision and voices of women, landless
labourers marginal farmers, tribal, dalits, and other social groups - historically the
most subordinated. The centrally imposed vision, singular voice and paternalistic
culture, all an integral part of the administrative machinery countermanded any
process, whatsoever of changing and improving school. With the recent constitutional amendments and policy initiatives, a space has been created for building collective vision and wider ownership for reforming the school governance practices.
The challenge lies in ultimately choosing between enhancing genuine empowerment and solidifying administrative control.
In the context of present study, active civic engagement, collaborative working relationship, joint problem-solving capacity, shared decision-making and interpersonal trust emerged as the core values for supporting the school governance
practices. These efforts then tend to entail the Putnamian notion of social capital
- the capital that is embodied in trusted and shared relationship among persons
in any social network, social organization or structure that enables its members to
leverage a far wide range of resources than are available to a stand-along member in
a community. An effective marshalling of the community's social capital has led to
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enhanced teacher commitment, reduced probability of dropping out of the school,
higher learner achievement, and better utilization of school facilities in Govri, Monaka, Rundko and)anthanagar.
E. Invigorating Democracy in Neoliberal Times
The study also affirms the importance of a more inclusive and participatory mode of school governance as a robust way of re-constructing democracy as
a 'lived' experience, the one that has possibility to practice democracy on a continuing basis. As Giroux espouses that "a radical pedagogy and transformative democratic politics must go hand in hand in evolving a vision of community developed
around a shared conception of social justice, rights, and entitlement. By doing this,
we can rethink and re-experience democracy as a struggle over values, practices,
social relations, and subject positions that enlarge the terrain of human capacities
and possibilities as a basis for compassionate social order" [13, pp.128]. The present
study signifies that in a socially stratified society, education can act as a potential
site to realize democracy as an ongoing struggle by cultivating identities that seek
more equitable school experiences and life options that would eventually construct
a more equal social order. Thus, school created a context to develop the unrealized
capacities residing in human agency to challenge and transform existing social and
political forms, rather than meekly adapting to them. It affirms Sen's perspective
that as democratization changes embedded institutions, it changes the bases of
society: new understandings of social reality emerge, self-definitions are changed,
and institutional practices are modified.

F. Degree of freedom of Social Choice and Ownership
The study also gives an insight into emerging trends in degree of ownership
as linked to freedom of social choice: in socially homogeneous communities as in
Govri (Yadavs) and Monaka (Gujjars), the educational change was much easy to realize and strides were rapid. In socially heterogeneous community as in Barh Gujran
(Thakurs, Gujjars, Reghars, Mali), it took time to build social consensus and synergy.
Interplay of local power structures and traditionally held social conventions may
retard the process and degree of ownership. Building trust and ownership for a state
institution in socio-culturally alienated community as in Rundko (Meo Muslims)
was the most challenging and multiple changes have to precede before realizing
gender equity in education. Thus the greater the freedom of social choice, the
greater is ownership of school governance practices. Caste and gender continue to
be dominant factors in inAuencing social choice, social identity and life trajectories.

72

THE PRACTICAL SCIENCE OF SOCIETY

VI.

CONCLUDING OBSERVATIONS

The data collated from disparate rural and urban sources support the view
that in an intrinsically participatory framework of school governance, the people
experience empowerment by raising concerns, holding the state accountable, setting agendas, building social capital and evolving indigenous solutions.
These people-centric efforts further gain significance as they emerged against
the backdrop of enduring inequalities and asymmetries embedded in the mainstream educational and social system. However, in absence of a supporting context,
these school renewal practices run a risk of either withering away, or, degenerating
into piecemeal measures for crisis - intervention, leaving neither a legacy of empowerment nor a hint of systemic change.
For sustaining and scaling-up these micro-level practices in the mainstream
framework, a two pronged strategy is suggested: one, to further consolidate and expand the participatory base, so as to have a 'wider ownership' of the school in terms
of its functioning; to build the capacity of the local community in terms of knowledge of the rights, roles and responsibilities in the changing scenario; strengthen
the practice of collective decision-making; and facilitate the emergence of a more
inclusive and representative leadership at the grass-root level to support a culture
of accountability and transparency. Two, the administrative machinery should be
encouraged to engage with the local community and the state should be further
inAuenced to adopt more Aexible structures that have an in-built space for community participation, joint planning and accountability in managing schools.
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Power and Knowledge Production:
Critical Constructivist Pedagogical Purpose

Critical constructivists maintain that Cartesian-Newtonian-Baconian modernism has been trapped in an epistemology that locates truth in external reality.
Teaching and producing knowledge in this context often has become little more
than an effort to accurately reflect this reality. Indeed, Cartesian thought has been
seen as simply an inner process conducted in the minds of autonomous (abstract)
individuals. The thoughts, moods, understandings and sensations of the individuals
are separate from their histories and social contexts. If thinking is to be seen as a
mirroring of external events, the need for a theory of critical constructivism is as
irrelevant as the need for interpretation.
In Cartesian modernism the ability to conceptualize has little to do with
culture, power or discourse, or the tacit understandings unconsciously shaped by
them. Moreover, from the Cartesian perspective the curriculum becomes merely
a body of finalized knowledge to be transferred to the minds of students. More
critical observers may contend that this is a na'i've view, but the na·1vete is recognizable only if knowledge formation is understood as a complex and ambiguous social
activity. The human mind is more than a repository of signifieds, a mirror of nature.
A critical constructivist epistemology assumes that the mind creates rather than
reflects, and the nature of this creation cannot be separated from the surrounding
social world (Bowers and Flinders 1990; Kincheloe 2001; O'Riley 2003).
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Critical constructivist knowledge emerges neither from subjects nor from
objects but from but from a dialectical relationship between the knower (subject)
and the known (object). Drawing from Jean Piaget, this dialectical relationship is
represented by the assimilation-accommodation dyad. Employing these conceptualizations, critical constructivist teachers conceive knowledge as culturally produced
and recognize the need to construct their oym criteria for evaluating its quality.
This constructivist sense-making process is a means by which teachers can explain
and introduce students to the social and physical world and help them build for
themselves an epistemological infrastructure for interpreting the phenomena they
confront. Thus, an educated person in this context begins to construct her own
meaning-making structures, her own interpretive strategies, her own criteria for
producing and consuming knowledge. Critical constructivists realize that because
of the social construction of knowledge, their interpretations and infrastructures
are a part of the cosmos but they are not always in the cosmos. As a result, when
the recognition of need arises we can always modify our viewpoints-we can accommodate (Kaufman 1978; Brooks 1984; Benson 1989; l(incheloe 1995; Rose and
Kincheloe 2003).
Thus, the Cartesian-Newtonian-Baconian conception of truth and certainty
is fundamentally questioned by the epistemology of critical constructivism. We can
never apprehend the world in a true sense, apart from our selves and our lives. As living parts of the world we are trying to figure out, we can only approach it from the
existing cognitive infrastructures that shape our consciousness. Limited in this way,
we can see only what our mind allows. With this restriction we are free to construct
the world any way we desire. This is not to say, however, that the outcomes of our
constructions will not be confused-they may even be destructive. We may, for example, adopt a worldview such as that of the medieval Europeans. In this view of the
world, sanitation was irrelevant and thousands of individuals died as the result of
the Black Plague. Obviously, this was not an adequate construction of the nature of
the world. This recognition confronts us with calls to develop a way of determining
valid constructions of reality. In response to such a call, critical constructivism lays
out some guiding principles for judging more adequate and less adequate constructions. Critical constructions:
• provide a richer insight into a phenomenon than do others. Is the construction conscientious in answering all the inquiries it raises about the
phenomenon? Is it sensitive to the complexity in which all phenomena
are embedded? Does it expand our consciousness in relation to the phenomenon?
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• provide an interconnected and cohesive portrait of the phenomenon. Does
it delineate diverse interrelationships that construct the phenomenon?
Does it illustrate the ways these interrelationships shape the form the
phenomenon takes?
• grant access to new possibilities of meaning. Does it raise new questions
and suggest new types of research into the phenomenon? Does it help in
the construction of future insights?
• benefit marginalized groups in their struggle for empowerment. Does it
elucidate the role of power in shaping the lives of those connected to
the phenomenon? Does it identify where individuals are situated in the
socio-political web of reality? Does it uncover the ways ideology operates
to undermine individuals' desire for both self-direction and interconnectedness?
• fit the phenomenon under study. Are the questions raised and answered
in the construction appropriate to the topic explored? Is there coherence
between the analysis and the phenomenon being researched?
• account for many of the cultural and historical contexts in which the phenomenon is found. Does it use these contexts in the effort to make sense
of the phenomenon? Does it identify the multiple processes of which the
phenomenon is a part and how they shape it?
• consider previous constructions of the phenomenon in question. Does it
point out their strengths and deficiencies? Does it place itself in this history of interpretations and constructions so the analyst understands its
relationship to other interpretations and constructions? Does it examine
the motives of those who have offered diverse constructions of the phenomenon?
• generate insight gained from the recognition of the dialectic of particularity
and generalization/wholes and parts. Does it make use of the hermeneutic circle? Does it question the relationship between the abstract and the
concrete, between socio-historical forces and individual lives? Does its
engagement in the hermeneutic circle help create new metaphors that
move analysis out of cliched modes? Does it reveal the impact of the unconscious use of metaphors on the interpretive process?
• indicate an awareness of the forces that have constructed it. Does the construction explore the place in the web of reality from which it emanates
and the impact of this dynamic on the form it assumes? Does it raise

78

THE PRACTICAL SCIENCE OF SOCIETY

questions of self-understanding, e.g., the nature of the relationship of the
producer of a text to the phenomenon in question? Does it indicate an
awareness of the discourses, values and ideologies that have helped construct it?

• make use of perspectives of multiple individuals comingfrom diverse social
locations. Have these voices been examined in relation to the social, linguistic, cultural and ideological forces that construct them? Does it make
use of subjugated knowledges?

• catalyze just, intelligent and worthwhile action. Does it engage its subjects to better conceptualize the world so they can transform it? Does it
recognize the specters of action implicit in the knowledge constructed
(Madison 1988; Lather 1991, 1993)?
The Cartesian modernist view of the self cannot stand up to the epistemological assault of critical constructivism. Taking the concept of knower-known
inseparability one more step, poststructuralist analysis examines the socially constructed dimensions of language and discursive practices. French social theorist
Michel Foucault observed that discourse referred to a body of regulations and
structures grounded in power relations that covertly shape our perspectives and insidiously mold our constructions. Russian cultural theorist and philosopher Mikhail
Bakhtin complemented Foucault's observations, maintaining that power functions
in a way that solidifies dominant discourses, in the process erasing the presence
of unorthodox or marginal voices. Critical constructivists learn much from these
theories. After Foucault and Bakhtin, the notion of the autonomous self free from
the contamination of the social is dead; as language-utilizing organisms we cannot
escape the effect of the ways discursive practices construct our ways of seeing ourselves and the world.
With these insights, critical constructivist teachers direct student attention to
the study of discursive formations in the classroom. They are empowered to point
out specific examples of how power shapes particular discursive formats and the
ways that power subsequently works to construct consciousness (Giroux 1997a).
For example, consider a critical constructivist history teacher who alerts students to
the male-centered construction of American history textbooks and school district
curriculum guides. The teacher uncovers an approach to teaching American history
that revolves around the principles of expansionism, conquest and progress. The
westward movement of America is a central organizing theme that serves to focus
the gaze of the student on the impediments to civilization, for example, natives,
unusable land, other nations such as Mexico and England, and so on. In this context
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student consciousness is constructed to ignore the ethical and moral dimensions of
empire building, to identify those different from us as the other, as inferior enemies.
A nationalistic consciousness is constructed that not only exonerates the sins of the
past but also tends to ignore national transgressions of the present.

Critical constructivism and the destabilization of fixed meanings
The concept of civilization embedded in our history textbooks becomes
what French philosopher Jacques Derrida calls a transcendental signified-a transhiscorical fixed meaning impervious to .alternate interpretations. Critical constructivists
maintain that all texts, all signifiers and signifieds, are open to alternate interpretations. The construction of a text and the laws of its organization are not obvious
co the prevailing wisdom, to common sense. As Derrida (1981) puts it in his book,
Dissemination: A text is not a text unless it hides from the first comer, from the first
glance, the law of its composition and the rules of its game (p. 63). It is with the rejection of the transcendental signified (the final and intractable construction of the
truth about a phenomenon) that deconstruction meets the epistemology of critical
constructivism. Placing the responsibility for meaning-making squarely on human
shoulders, both deconstruction and critical constructivism attempt to escape the
hot lead enema of fixed meanings.
As Derrida informs critical constructivism's effort to prevent dominant groups
from certifying their constructions as final truths, we are better equipped to resist the
unwitting construction of our consciousness, the covert shaping of our subjectivity.
Thus, via Derrida's deconstruction, we disrupt the tyranny of the official text-the
fixing of meaning. As critical constructivists, we break the power of the author or
the supervisor or the developer of educational standards or the curriculum-maker
to impose authoritarian meaning (Harvey 1989; Kincheloe 2002). If we are unaware
of Derrida's deconstruction, we are vulnerable to the mainstream seduction of the
view of language as a neutral message system. This Cartesian-Newtonian-Baconian
perspective regards language as a transparent medium through which students and
teachers talk to one another from unproblematized abstract selves-their identities
are not socially constructed, they are totally separate from the social, cultural and
historical contexts in which they developed. We remain ignorant of the tacit social
dimensions of language and the power dynamics it reAects in ostensibly innocent
conversations.
In this context we return again to the importance of interpretation in critical
constructivism. Indeed, the teaching of interpretation becomes a central focus of
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the critical constructivist curriculum. Idiosyncratic readings protect students from
correct interpretations and fixed meanings, as they, in the process, gain practice in
recognizing the ways dominant power is attempting to construct their consciousness. Contrary to the pronouncements of some critics, all meaning is not lost by
the rejection of many correct readings and numerous fixed meanings. If anything is
destroyed in such deconstructive analysis, it is ~ot meaning but the stance of the
unchallenged superiority of one way of making meaning over all others. Indeed, the
interpretative classroom discussions in which we participate should never end for
good. This is why critical constructivist teachers will study the same texts in different
ways in different classes or in different semesters.
While critical constructivists are interested in diverse interpretations, like
good detectives we are interested in their origins. The search for the forces that generated the interpretations and constructions of the moment move us into a great
cultural conversation-the heart of the critical constructivist curriculum. Through
this search, our personal experience is illuminated by our engagement in the cultural
conversation, and the cultural conversation is illuminated by our engagement in the
cultural conversation, and the cultural conversation is illuminated by our personal
experience. We make knowledge through our actions and comments. The critical
constructivist curriculum leaves us not with a sacred, never-changing set of truths,
but with a tentative encounter with the collective consciousness and a lingering
uncertainty about the language used in the process.

The importance of the theoretical domain in critical con . .
structivism's analysis of the production of the self
Critical constructivists maintain that researchers and educators must become
well acquainted with the theoretical insights delineated here to understand the
complicated dynamics of self-production. The process of meaning-making in a critical constructivist context, for example, involves engagement with texts and diverse
experiences for the purpose of gaining a new level of self-understanding. Critical
constructivism's effort to gain insight into personal identity is not, howeveG a call
to narcissism; indeed, it is quite the opposite. Critical constructivists learn to understand the oppressive forces that shape them so that-especially in contemporary
Western culture-they can become less self-absorbed and individually oriented.
In this context they learn to situate themselves historically and socially. With such
knowledge they are far better equipped to make conscious decisions about who
they want to. be and how they will deal with the ideological socialization processes
of twenty-first century electronic- and information-saturated societies.
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In many contemporary educational settings driven by unexamined topdown content standards, students and teachers are not encouraged to confront
why they tend to think as they do about themselves, the world around them and
their relationships to that world. In other words, such individuals gain little insight
into the forces that shape them-the construction of their consciousnesses. As
long as selfhood is not challenged and the status q!Jo is accepted, such education
proceeds without concern for the consequences of meaning-making. Indeed, uncritical education views cognition as a neutral process that takes place in a vacuum.
Critical constructivists understand that thinking in a new way always necessitates
personal transformation; if enough people think in new ways, social transformation
is inevitable.
One reason this situating of self does not take place in such uncritical educational settings is that many of those involved in the educational process do not
have the historicaL philosophical, sociological and cultural studies backgrounds
to delineate what such an act might entail. Insights derived from these domains
would help educators discern the ways that dominant power subverts democratic
impulses in a variety of venues, including the political, epistemological, psychological, curricular and pedagogical. Increasingly dominated by private interests, these
domains operate to construct the identities of individuals in ways that were conducive to the needs of dominant power wielders. The standards-driven education
of the twenty-first century attempts to make individuals more compliant with the
needs of corporations, more accepting of government by the market, globalized
capitalism, free-market ideologies, the irrelevance of the political domain, etc. ... The
ideological deployment of schools as sorting mechanisms for the new corporate
order is left unchallenged by this uncritical compliance. Where the self fits in these
power-driven dynamics is, of course, irrelevant.
The political dynamic of self-production is central to critical constructivism.
Of course, the concept of an abstract individual formed outside the boundaries of
the social and cultural world is the dominant modernist conception of self production. The complex modes of analysis promoted by critical constructivism maintain
that thinking and consciousness themselves cannot be separated from history. All
thinking and action take place in continuity with the forces of history. Contextualization is inseparable from cognition and action. A key role of critical constructivism
is to bring this recognition to the front burner of consciousness. With such awareness critical analysts begin to realize that consciousness is constructed by individual
agency, individual will, and the ideological, discursive and regulatory inAuences of
social forces. The self is both structured by forces and a structuring agent. Thus, who
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we are is not deterministically constructed by sociohistorical formations that totally
shape our ways of seeing; nor is consciousness and selfhood autonomously constructed by free and independent individuals unhindered by the burden of history.
Human efforts to make sense of self and the world are dominated by ideological forces that thwart our pursuit of individual goals. At the same time, particular
forms of thinking and action reveal a volition ~nd a genuine motivation that transcends the confines of existing social forces. Social theorists have traditionally been
guilty of not recognizing this ambiguity of consciousness construction, identity
production and social action. Not until the 1980s with the influx of new theories
of language analysis and cultural understanding did scholars appreciate the ways
power was embedded in language and knowledge and the implications of such
inscriptions in the production of the self. Human beings are initiated into language
·communities where women and men share bodies of knowledge, epistemologies
and the cognitive styles that accompany them. These are powerful forces in the
shaping of who we are. Thus, the manner in which we come to think about education and knowledge production is inseparable from these language communities.
Indeed, the nature of the modes of analysis we devise is inseparable from them.
Critical constructivism understands these dynamics; it understands that the sociohistorical dimensions of self-production are often manifested on the terrain of
language.
These are often foreign and difficult-to-understand concepts for many students schooled in the United States. Thus, you are not unusual if you find them a
bit strange and unfamiliar. But because these linguistic and ideological factors are
hidden from many of us, we find ourselves removed from even thinking about the
process through which our consciousness is constructed. Our educational experience has focused on the mastery (read: memorization) of many bits and pieces of
unrelated data for standardized tests-not on the forces that have made us who
we are. The schemas that guide a culture are rarely part of an individual's conscious
mind. Usually, they are comprehended as a part of an individual's worldview that is
taken for granted. It was these ideas that the great Italian social theorist Antonio
Gramsci had in mind when he argued that philosophy should be viewed as a form
of self-criticism.
In very specific terms critical constructivism is profoundly concerned with
the production of self in the context of the influence of power blocs in contemporary society. Such concern reveals itself in a critical questioning of the social, cultural,
political, economic, epistemological and linguistic structures that shape human consciousness as well as the historical contexts that gave birth to the structures. Such
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modes of analysis help students and teachers explore the sociohistorical and political
dimensions of schooling, the kind of meanings that are constructed in classrooms,
and how these meanings are translated into student consciousness. Naive educators often speak of student and teacher empowerment as if it were a simple process
chat could be accomplished by a couple of creative learning activities. One thing our
ideological critique of self-production tells us is that ~he self is a complex, ambiguous
and contradictory entity pushed and pulled by a potpourri of forces. The idea that
the self can be reconstructed and empowered without historical study, linguistic
analysis and an understanding of social construction is a trivialization of the goals of
critical constructivism.
Critical constructivists ask the question: how do we move beyond simply
uncovering the sources of consciousness construction in our larger attempt to reconstruct the self in a critical reAective manner? Grounded on their understandings
of power and its inAuence, critical constructivists are impelled to search in as many
locations as possible for alternate discourses, for ways of thinking and being that
expand the envelopes of possibility. In order to engage in this aspect of the reconstruction of selt students and teachers must transcend the modernist conception
of the static and unified self that goes through life with a genetically fixed 1.Q. While
the process of freeing oneself from this prison of the intellect is urgent, we cannot in the process neglect the search for alternate discourses in literature, history,
popular culture, the community, and especially in previously devalued, subjugated
knowledges. Through this process, critical constructivists develop their social and
aesthetic imaginations. Here we imagine what we might become by recovering and
reinterpreting what we once were. While we might use this to change our conception of the world around us, we must see this change of conception-this change of
mind-as only the first step in a set of actions designed to change reality.

Cognitive theory in critical constructivism-entering the
realm of enactivism
As critical constructivists journey through a land mystified by power, the
pedagogical and social theoretical realms provide insight into our effort to reconceptualize selfhood and social institutions. A central and neglected feature of the theoretical base of critical pedagogy and critical theory involves the cognitive domain.
Picking up on the work of the Santiago school of cognitive theory, we now examine
enactivism in relation to critical constructivism. Indeed, Santiago's enactivism claims
constructivism as an intellectual ancestor. Humberto Maturana and Francisco Varela
argue in a constructivist vein that the world we know is not pre-given but enacted.
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Thus, the act of cognition in this context does not involve the Cartesian effort to
commit to memory mental reflections of the real world. Instead of attempting to
reconstruct true mental reflections of the real world, learners should focus on our
actions in relation to the world that creates them (Varela 1999).
Of course, as we have already maintained, this notion of cognition and even
learning as acts of reflecting or representing realjty is a key dimension of the history
of Western cognitive psychology. In this Cartesian cognitivism, sensory inputs are
reconstituted by the brain in a manner that renders them as internal representations of the world out there. Such a view of cognition produces fixed perspectives
and particular viewpoints as reality itself. Conversation retreats as canons are created
and, contrary to Allen Bloom s (1987) argument, minds are closed by not moving
to the margins. Critical thinkers in this cognitive theoretical domain can announce
that they have deduced the truth, that they have represented reality correctly. The
curriculum can thus be constructed around such truth and everyone else can go
home and just learn it. Enactivism throws a monkey wrench into such cognitive
arrogance, forcing us in the process to account for the profoundly different constructions of reality that emerge when the world is encountered in different times
and places. Teaching, learning, and knowledge production that do not take such
cognitive complexity into account are shortchanged.
The problems of the physical, social, psychological and educational domains
rarely present themselves in a well-structured, puzzle-like way. Rationalistic technical
thinking does not work very well when it confronts lived world problems that are
complex and ill-structured. Such situations demand more than procedural, technical reasoning. Analysts have to understand a range of tacit knowledges, the multiple
contexts in which the problem is situated, and thinking processes that may or may
not be of value. Educators make an important breakthrough in this context. They
understand that the step-by-step procedures laid down by rationalists and the rules
of rigorous research specified by positivists can hinder rather than help in the complications of the lived world. Enactivists maintain that such rules must melt away in
the specificity and improvisation of immediate experience.
Looking at the concept of mind from biological and psychological perspectives, enactivists begin the reparation process necessitated by the Western rationalistic reduction and fragmentation of the world. When enactivism is added to critical
constructivism s theoretical bricolage of critical theory, complexity theory, feminism,
postformalism, et al, we emerge with a powerful grounding for a reconceptualized
mode of meaning-making. As Jean Lave, Valerie Walkerdine, James Werstch, Etienne
Wenger, Roy Pea and numerous other cognitive theorists have argued in the spirit
1
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of Russian psychologist Lev Vygotsky over the last two decades: cognition and the
knowledge it produces are socially situated activities that take place in concrete
historical situations. Varela adds to this description, arguing that it is in the particular historical circumstance that we realize who we are and what we can become.
Indeed, we realize our cognitive capabilities in the specific concrete circumstance
while concurrently gaining the power to imagine w~at capabilities we can develop.
At this juncture it is important to ask, what does this theorizing say to those
of us in the teaching profession who want to enact a pedagogy grounded on a
critical constructivist perspective? A few ideas here may be helpful. With the aid
of the sociaL political and cognitive theories we have explored, we can begin to
understand that the world in general and the educational realm in particular may
be more complex than we have been taught. The key here is that teachers must
become scholars who understand the multiple dimensions of the cognitive act, the
reasons that it has been conceptualized so differently by different analysts at different times. Teacher-scholars begin to realize that critical teaching has to be both
theoretically understood and enacted in particular circumstances. Indeed, the proof
is in the concrete pudding, as teachers and students take multiple understandings
into account as they improvise criticality in specific lived situations.

Following up on enactivist insights
Varela argues that individuals engage in a higher order of thinking when they
learn to utilize knowledge and feelings from a circumstance where particular ways
of thinking and acting are deemed smart, and transfer it to more complex situations
where intelligent action is deemed ambiguous. Thus, intelligent behavior does not
involve a form of reasoning where universal rules are followed-different contexts
will demand divergent modes of intelligence. In this context, intelligent and even
ethical action may seem logically contradictory to those operating at Piage(s formal level of cognition. Varela uses the Vajrayana Buddhist tradition s notion of crazy
wisdom to denote someone who has learned to operate at a level of ambiguity
and complexity. At another point in his work he refers to such abilities as intelligent
awareness (Varela 1999). The critical constructivist teacher and knowledge producer
as conceptualized here perform their teaching and research with crazy wisdom and
intelligent awareness.
In the enactivist frame we crawl outside the conceptual window and move
into the post-Cartesian cosmos. In a biological context we come to understand that
throughout the world of animals, all beings possess knowledge that is constituted in
the concrete situation. I have often marveled at how my dogs, Celtic, Ozzy and Ali,
1
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will negotiate a difficult physical maneuver in a way that is cognitively sophisticated
and totally improvised within a split second time frame. In this context we grasp
Varela's (1999) point: what we call general and abstract are aggregates of readinessfor-action (p. 18). This means that critical constructivist students don't manifest their
intelligence simply by developing efficient mental file cabinets for storing data; it
tells us that various knowledges are important ~s we discern their meanings and
relationships and become empowered to use them in the improvisation demanded
by particular circumstances. In an academic setting the particular circumstance
migr)t involve making an argument, defending a position, figuring out how to use
knowledge of oppression to help an individual who is suffering, or a teacher knowing how to deal with a student who is having difficulty in a math class.
With this in mind critical constructivists are ready for another cognitive
theoretical step forward. Understanding these enactivist concepts concerning the
realization of our cognitive abilities in concrete circumstances, we return to the
complex dynamics of self-production. In critical constructivism, the understanding
of how the self is produced and how this process shapes how we construct the
world becomes profoundly important. In modes of teaching and researching where
this feature is omitted, nothing can be done to make up for the exclusion. Enactivism refuses to ignore the disjunction between what cognitive psychology has traditionally confirmed vis-a-vis our immediate experience, consciousness or awareness
of selfhood. At times in the recent history of cognitive psychology-for example,
in behaviorism-scientists insisted that consciousness did not exist because it did
not lend itself to empirical measurement. Other cognitive perspectives, while not
denying its existence three times before the cock crowed, simply ignored it. Obviously, such approaches to consciousness, immediate experience, and awareness of
selfhood left an unfillable theoretical hole in its wake. Why, Varela asks, do humans
experience the self so profoundly? Just ignoring the hole will not make it go away.
Critical constructivists ask what is the nature of the disjunction between
· scientifically validated cognitive theory and our experience of consciousness. Operating on the grounding of our understanding of consciousness construction, we
follow Varela's description of the emergent and self-organizing dimensions of selfhood, his notion of the virtual self The emergent, virtual self arises out of a maze
of relationships-in much the same way hermeneutics describes the emergence of
meaning in the relationships produced by the hermeneutic circle. It has no definable
central processing mechanism, no brain command where control is coordinated.
Consider this cognitive dynamic in light of our understanding of the cultural politics
of the construction of the self Such a process operates to create new social, cultural,
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political and economic relationships to produce new and more market-compliant
selves. In this context we begin to understand the pedagogical implications of the
emergent self The self is infinitely more malleable, more open to change than we
had previously imagined. Given one's motivation, of course, this dimension of selfhood can be mobilized for great benefit or manipulated for great harm.
Critical constructivists enter the arena with q new insight into what can be.
They know that despite the power of generations of cognitive determinists operating under the Aag of 1.Q., human beings can learn to become more intelligent. Individuals can construct their own intelligence in a critical constructivist context. And
in this context they understand that selfhood is even more of a miraculous phenomenon than many had imagined. In the emergent context we gain a perspective;
indeed, to live is to have a point of view. A critical teacher or researcher, however,
gains numerous levels of understanding on the origins of his or her perspective. Varela writes of a moment-to-moment monitoring of the nature of our selfhood. Such
monitoring involves gaining meta-awareness of the various connections we make to
diverse dimensions of the socio-physical world around us. It involves isolating and
letting go of an egocentrism that blinds us to the virtual and relational nature of our
selfhood. In a critical constructivist context it means avoiding those definitions of
higher-order thinking that view it as an egocentric manifestation of the combative
proponent of rationality. In the process we also elude the cultural and gender inscriptions such perspectives drag along with them.

From enactivism to a critical ontology: Critical constructivist
notions of selfhood
Armed with a critical understanding of self-production and the enactivist appreciation of the emergent self and the power of relationships, critical constructivists move into the realm of ontology. The notion of selfhood and human being they
pursue is a form of critical ontology. Critical ontology demands that teachers who
research the worlds of students, schools and communities also research themselves.
In this context teachers explore what it means to be human and to negotiate the
social and ideological forces that shape their pedagogical consciousness. In light of a
critical knowledge of power, critical constructivists pursue a key dimension of critical
ontology-a mode of being that is aware of the ways power shapes us, the ways
we see the world, and the ways we perceive our role as teachers and researchers.
When teachers possess such understandings they are better prepared to support
or critique what schools are doing and the goals they are promoting. Teachers then
become political agents who research their own practices and their own belief sys-
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terns. In so doing they develop their own teacher personae, not one that has been
insidiously constructed by tacit exposure to the machinations of oppressive power
so dominant in the first decade of the twenty-first century.
To gain this literacy of power (Macedo 1994) teachers must transcend simplistic forms of reAection and move to asking themselves specific questions about
whose interests are being served by particular forms of pedagogy and curriculum
development. How am I complicit in these political activities? Do I want to contribute to the political agenda being promoted by the existing school organization?
Critical constructivist teachers learn that no teaching, curriculum development or
knowledge production is value-free, no language is politically neutral, and no meaning-making process is objective. They come to understand that the teacher personae
they create are committed to something, to the valuing of some politically inscribed
educational purpose. Thus, human being itself is never a disinterested dynamic and
must always be self-monitored for the ways it has been shaped by power.
Thus, a critical ontology pursues human agency-the disposition and capa0ity to act on the world in ways that involve self-direction and the pursuit of democratic and egalitarian principles of community formation. A critical ontology insists
that humans possess inalienable rights to knowledge and insight into knowledge
production, to intellectual development, to empowerment, and to political agency
in a democratic society. When teachers understand these ontological dynamics
and work toward the political goals they portend, they have laid the foundation on
which other aspects of professional education can be constructed. They have signaled to those around them that social justice must be integrated into every aspect
of education-even the construction of teacher selfhood. With this sense of agency
teachers are better prepared to sidestep the technical rationalism and the forces of
race) class) gender and sexual oppression that constantly work to shape education in
the U.S. (Getzel 1997; Grimmitt 1999; Edwards 2000; Horn 2000; Segall 2002).
Ontological knowledge cannot be separated from experience. Indeed) some
might define experience as knowledge translated into action (Ferreira and Alexandre) 2000). Critical ontology is obsessed with new and better ways of being human
being with others) and the creation of environments where mutual growth of individuals is promoted and symbiotic learning relationships are cultivated. Such actions
are highly politicaL involving the knowledge and disposition to escape form technicist modes of social control and knowledge production. The aspect of education
that moved me to become a teacher involves this great escape and the subsequent
move to a new ontological domain. With this in mind we can engage in a form of
1
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ontologically catalyzed knowledge production that results in a reconceptualiztion
of our lives and, of course, our pedagogy.

Power and purpose in light of critical constructivist insights
What are the purposes of schooling in light of the insights of critical constructivism? From my perspective, key purposes of education in a critical construe:
tivist context involve understanding how the present curriculum came to be. In
addition, if we understand the forces and assumptions that have operated to shape
the existing curriculum, then we need to understand the forces and assumptions
that shape our own curricular designs. Thus, to begin with a key purpose of a critical
constructivist education involves understanding that all knowledge is interested-it
serves the interests of particular groups in specific ways. What do teachers need
to know in order to accomplish such a critical constructivist purpose? What is the
critical constructivist teacher knowledge base? A focus on the way the discipline of
psychology has served to position education as a force of social regulation helps us
understand the way particular power interests shape the purposes of schooling.
In this context critical constructivist teachers understand that cognition is
always a political and ideological act. Indeed, we cannot think about thinking without considering the power dimensions of the act-the empowerment of higher
orders of thinking. For critical constructivist teachers to think and operate in this
empowered way, they must first get past the notion that thinking is merely an individual psychological activity. As both a psychological and a socio-political activity,
complex cognition is in process, ever in a state of being constructed.
For example, teachers are induced by rationalistic management systems to
think of the curriculum outside of a social context. In this context political operatives
pretend that the knowledges provided teachers and students in expert-produced
curricula are politically neutral-a body of agreed-upon knowledge being systematically passed on to students by an ever-evolving, but always neutral, instructional
process. Critical constructivist teachers know too much to be seduced by the never
aging sirens of political neutrality. As a deliberate process, the curriculum is always
a formal transmission of particular aspects of a culture's knowledge. Do we teach
women s and African Americans, history in eleventh-grade social studies? Do we read
Toni Morrison and Alice Walker in twelfth-grade literature? These are sociopolitical
questions-that is, they involve power. The psychological domain involves the same
political concepts. The power-related assumptions and practices that characterize
contemporary psychology act at a level invisible to many observers. In this way they
inscribe the interests of dominant power on the terrain of the cognitive.
1
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Critical constructivist teachers study the subtle ways power inscribes psychology. They are not conspiracy buffs who see psychologists as evil villains covertly
operating to control the minds of the young and old. Often when discussing the
operations of regulatory power, some readers will interpret such analyses of the politics of knowledge and disciplines of knowledge as an effort to uncover conspiracies.
While not denying that there are covert actions o(power wielders, the analysis of the
power of the psychological domain is much less cloak-and-dagger than such a view
would imply. Power typically operates here as common sense, as the unconscious
inscription of dominant cultural norms and values onto the nature of psychological
knowledge production. For example, by way of its dominant modes of operating,
psychology has constructed what we consider the mind to be. The discourse of
contemporary psychology has thus created a political reality that in turn shapes
social organizations, politics in diverse domains, schools, curricula, the role of the
teacher and the purpose of education.
Critical constructivist educators maintain that psychology as a discipline that
categorizes, classifies and assesses cognition must become more aware of the political
consequences of its power to proclaim normality, pathology or a lack of intelligence.
Any attempt to reconceptualize contemporary educational purpose must involve
tracing the imprint of unexamined sociopolitical assumptions on what psychology
presents as objective descriptions of an individual's aptitude. Such pronouncements
are ideological as they work to maintain dominant power relations. Far too often it
is the socio-economically well-to-do who are deemed intelligent, and the poor and
racially marginalized who are deemed incapable by the psychological establishment.
In this position the critical constructivist educational purpose becomes an act of
resistance, a counter-hegemonic struggle to challenge psychological authority via
expertise (Kincheloe, Steinberg and Gresson 1996; Bruner 1996).
Educational psychology as it engages in these processes becomes not a liberating force but a producer of social risks that threaten the well being of particular
individuals. This moves the discipline a long way from the goals of its humanistic
origins. The hyperrationality of the positivistic articulation of the discipline with its
standardized methods, narrow linear thinking, distance from a naturalistic context
and universal application of techniques and assumptions sets up psychology, and
the schools it has helped construct, for failure. Because such hyperrationality refuses
to consider the sociopolitical role of psychological activities, it produces a bureaucracy of rule-following technocrats. Such functionaries study the mechanical parts
of the watch but have never thought about the nature of time. Psychology did not
come out of nowhere, but emerged in a particular time and place-the West in
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the nineteenth century-with particular assumptions and cultural ways of seeing.
It has been described many times as a technology of power that affects the lives of
different people in diverse ways-some for the better, some for the worse. These
dynamics cannot be fully understood outside of social, cultural, political, economic,
discursive and even psychoanalytical modes of analysis.
Thus, the cultural inscription on psychology.and the ways it contributes to
how we conceptualize cognitive activity and the purpose of schooling is palpable.
As a creation of power, psychology develops special political relations with particular
groups of people. Critical constructivists understand that such exclusions constitute
a manifestation of neo-colonial power. Such a colonial power invalidates the cultural
production, the cognition and the worth ofa vast majority of the people now inhabiting the planet. Critical constructivist teachers cannot stomach such ethnocentric
scholarship and in this context work to address such regulatory and exclusionary
practices. Many psychologists' pernicious use of African American IQ scores to illustrate black inferiority to whites represents an obvious deployment of psychology as
a technology of power. Of course, when such assertions are made, analysts find that
cough questions about the nature of intelligence, factors that affect one's relation to
the test, the motives of the psychologists involved, or the perspectives of dissenting
psychologists are often repressed. Critical constructivists are profoundly interested
in these dynamics and what they tell us about the politics of knowledge production and the purposes of schools in contemporary America. They argue that such
understandings should be central dimensions of what teachers need to know.
Formulating educational purpose: The critical constructivist
effort to resist regulation

Critical constructivist teachers are on alert to the ways Western elitist vantage
points are normalized in education. We see them at work in the world of art and
art education when dominant power produces accepted modes of representing the
world while excluding others (Cary 1998, 2003). Concurrently, we see such dominant modes of perceiving in history, government, literature and scientific curricula.
Students:
• study Western history and views of others.
• are exposed to little criticism of the structure of the nation's government.
• read the white male canon with a few tokenistic additions.
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• are shielded from a view of science as a human construction by a particular cultural group at a specific historical time.
We find that the promulgation of such ways of seeing is an attempt to regulate
the population, reducing resistance to the interests of dominant groups. Regulated
individuals are more likely to accept their places in the workplaces of global capitalism (l<incheloe 1999). Teachers are not exempt .from dominant power's attempts
to regulate. Critical constructivist teachers work to expose and confront dominant
power's appropriations of what were supposed to be democratic processes. The
electronic world of the twenty-first century is vulnerable to power in ways never
before imagined. Through not only schooling but by way of television and other
modes of communication, dominant power attempts to produce more compliant
forms of consciousness and identity. With nearly 24-hour-a-day access to individuals
in their most private spaces, dominant power struggles to produce ways of seeing
that allow it more freedom to operate (Kincheloe 2002; Kincheloe and Steinberg
2004). Both in workplaces and in schools, power wielders offer a debased view of
those who they seek to regulate:
• Incompetent workers who need to be controlled by top-down management schemes.

• Unprepared teachers who need to be provided scripts and planned lessons by experts.
• Undisciplined students who are capable of little more than the regurgitation of unconnected facts for standardized tests.
Critical constructivist educators understand that the ways these different
groups are represented by dominant power is part of a larger struggle on the landscape of twenty-first century cultural politics and education. If dominant power
wins the battle, the oppressive modes of top-down regulation it has devised will be
seen as necessary measures to deal with the sea of incompetents that plague our
nation. Ioften listen to individuals speak who parrot the pronouncements of power
as mere commonsense: Somebody's got to do something about all these bad teachers. !f they're left to their own devices they'll destroy our children. The cultural struggle
over such representations is daunting, as dominant power wielders are the only ones
with the financial resources to shape the content of mass media. This makes media
literacy (Steinberg 2003) an extremely important aspect of critical constructivism in
general and the rigorous educational curriculum it demands. In this context teachers and their students come to appreciate the politics of knowledge production and
information access in the twenty-first century. They understand the inseparability of
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power and knowledge, the relationship between what dominant power wants us to
know and the content of television, radio, movies and school curriculum. Here we
can clearly see power s construction of what is considered truth.
These concerns bring us back to critical constructivism s persistent concern
with ideology. Dominant power produces ideologies in the contemporary electronic
world that appeal to our hearts as well as our minds. Jhe emotional appeal of loyalty
to country, for example, despite the ill-advised and violent paths the nation might
take, often works as an ideological tool to quell dissent./ can't speak out against the
invasion of Iraq, many assert, because people will think I'm not a patriotic American.
Critical constructivism induces us to embrace civic courage as a central purpose of
schooling in a democratic society, to face accusations of disloyalty and to challenge
dominant ideological efforts to manipulate public consciousness. The seductions
of dominant ideologies are powerful and are by no means easy to resist. Ideologies
are the lifeblood of hegemonic power that employs them to win the consent of
those being governed to dominant power wielders in government, corporations,
and other socio-political locations. Critical constructivist teachers are not afraid to
confront these issues.
A central dimension of this confrontation involves questioning that which
is typically unquestioned by tracing the socio-historical processes that shaped
them. In this act of analyzing how such commonsense achieved its status, critical
constructivists begin to understand whose interests are served by such social and
educational structures and the ways of seeing they encourage. Such teachers and
scholars study the way meaning is shaped in the social, political and educational
discourse of the day, in the way cultural signs such as patriotism are deployed in the
interests of power. Critical constructivists study the production of such ideology as
well as the complex process of its reception. This moves us to a new level of thinking
and analyzing, as critical constructivist educators become able to discern hidden
meanings and exclusions of political discourse, media production, and school curricula. Through this analysis we become much more insightful about how the sociopolitical world operates and about our role in it. With such knowledge we are far
more capable of resisting the way power works to hurt disempowered individuals,
regulate the society, and undermine the democratic purposes of schooling.
1

1

Empowered teachers with a sense of purpose
As critical constructivist teachers deploy their abilities to expose the ways
school knowledges have been constructed and resist regulation, they become more
and more empowered in their efforts to provide an emancipatory curriculum. In-
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deed, teachers (and their students) are capable of far more sophisticated modes
of thinking and analysis than have traditionally been assumed. In this critical constructivist vision, empowered scholar-teachers play a central role in shaping what
happens in schools. The role of administrators and educational leaders in this critical
constructivist model is to provide room for teachers to operate, and support for
their professional needs. Central to this support _is the creation of a new workplace
designed to facilitate teacher scholarly and professional development that is continuing, research-based and collaborative. Critical constructivist teacher-educators
and educational leaders take seriously the call to provide teachers with an academic
preparation that is superior to that offered previously.
Such a critical constructivist teacher education will make sure that teachers
possess expert knowledge concerning:
• The nature of student learning
• The scholarly discourses in the liberal arts and sciences
• The practical methods of teaching and classroom management
• The social, cultural, political and economic contexts in which education
takes place
The forms of assessment that promote and appraise higher orders of
cognition
The philosophical understandings integral to the development of a sense
of purpose in one's teaching
The only way to guarantee that teachers obtain these knowledges is to
cultivate expertise in research. In the best spirit of Deweyan pragmatism, critical
constructivist teachers should be able to find answers to questions that arise in
teaching via both primary and secondary research. Empowered critical constructivist teachers capable of a life-changing pedagogy need these abilities, need the skills
of knowledge production to teach for social transformation and the cultivation of
the intellect.
Such empowered teachers no longer need old models of pre-service and
in-service training that seek to dictate their work. A critical constructivist teacher
education helps teachers cultivate abilities that prepare them to take responsibility
for student learning. Using their skills as knowledge workers, empowered teachers
engage students in a mutual process of research and knowledge production that
can be used in particular contexts. Thus, scholar-teachers transcend the limitations
of positivist visions of education and teaching that de-skill them, take away any
need for scholarship, and induce them to ignore the socio-political and cultural
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dimensions of teachers as knowledge deliverers. Positivist models and the technical
standards they support treat teachers disrespectfully and content simplistically.
Advocates of critical constructivism would respect teachers enough to
engage them in a conversation about why specific educational reforms would or
would not be helpful to them in their professional activities. Such advocates would
also open a dialogue about the way such proposals yiew curriculum content. Questions that would naturally arise in such a conversation would include:
Is content simply a collection of truths to be passed along to students?
• Is content produced to be questioned?
• What is the teacher's responsibility when confronted by a body of content?
• What are the unstated epistemological assumptions in a body of content?
• What is the relationship of the content to knowledge production?
• Do standards imply a particular relationship between pedagogy and
knowledge?
• Does the role of teacher as knowledge worker change the relationship
between teachers and content?
If we are serious about improving teacher education and American education in general, we cannot allow epistemologically-na'i've, top-down, technical standards reforms to disempower teachers and remove them from the educational
conversation. It does not seem wise to mandate simplistic, decontextualized content standards and then provide teachers no help in accomplishing them. Critical
constructivists understand that this is the worst of all possible worlds. A central
feature of a critical constructivist education involves investing in various forms of
teacher education that improve teacher scholarship, research ability and pedagogical skills. From classwork in teacher education to research projects to mentoring
relationships, teachers must be provided with help in their efforts to develop a new
intellectual rigor. None of the talk about educational reform amounts to much if
teachers do not assume a new, more scholarly role. In this context teachers and
teacher-educators must rethink their own practice, generate new conceptions of
student outcomes, and develop engaged pedagogies they have never experienced
before. Serious educational reform demands these ambitious reassessments. They
will not take place without large-scale social commitment. It is the task of critical
constructivists to make a compelling public case for the need for such commitment.
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With such public commitments, empowered teachers will have the opportunity to reAect on their skills and pedagogical practices, to engage in research in
their subject areas and in the communities surrounding their schools. In such an
empowered context, teachers can extend their personal knowledge of students in
order to diagnose their academic needs, talents, and personal concerns. In this way
more customized and caring experiences can be devised for students, especially
those who have been previously ignored in the system. Such reAection, research
knowledge and personal insights are then combined with social and pedagogical
theoretical knowledge. In this analytical context, empowered teachers formulate
their teaching purposes and strategies for attaining them in particular contexts and
with specific students.

The critical constructivist teacher knowledge base
In this critical democratic framework, teachers take charge of constructing their own pedagogies and educational philosophies. They become detectives
of new modes of analysis, new forms of knowledge production and new ways of
teaching. A rigorous teacher education grounded on these critical constructivist
insights produces educators with a powerful knowledge base:
• Teachers possess an expert knowledge of the liberal arts and sciences,
understanding the historical development of disciplines and the various
schools of thought within them. Teachers gain a facility to view the discursive aspects of ways of seeing within the disciplines and how these dynamics affect knowledge production within different fields. Weaknesses
of the disciplinary arrangement of knowledge are also understood.
• Teachers learn to promote the welfare of their students. Teachers are attuned to students' physical and emotional well being, as they understand
the social and psychological contexts that exert an impact on them.
Aware of the importance of making connections with students, teachers
develop this ability with students from all backgrounds, dispositions and
performance levels.
• Teachers appreciate the complexity of the ways students learn and develop. In this important domain, teachers analyze educational and cognitive
psychology and the ways these disciplines interrelate with teaching and
the development of educational goals. Understanding the historical and
discursive development of the fields of study, teachers explore cognitive
activity and learning in a variety of cultural settings. Teachers are cognizant
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of the constant interaction between psychological assumptions and the
way the classroom is organized. A central feature of such studies involves
a continuing analysis of human possibility and the development of new
cognitive abilities and better ways of being human.
• Teachers both understand students' conceptual development and create ways to facilitate it. A central role of. critical constructivist teachers
involves identifying the way that students' prior knowledge interacts with
academic and other newly encountered knowledges to shape their view
ofa specific phenomenon in particular and the learning process in general.
Based on these insights, critical constructivist teachers gain the ability to
help mediate students' confrontations with the world. Concurrently, such
teachers play a hermeneutic role as they help students make sense of and
interpret these new encounters in light of their old constructs (Taylor,
Fraser and White 1994).
• Teachers become knowledge workers capable of a variety of research
methods depending on the context encountered (Kincheloe and Berry
1994). Thus, they can produce information and access information to
help them better perform their pedagogical tasks. Aware of the politics
of knowledge and the changing nature of information production in the
twenty-first century, teachers develop interpretive abilities to discern
the ways various knowledges are produced, who produced them, and
the reason for their production. In the new information order of the
twenty-first century, teachers' facility as knowledge workers becomes
a basic pedagogical skill. Using such abilities, teachers become aware of
the cultural pedagogies produced by television, radio, popular music, the
Internet, video games and movies, and their impact on themselves and
their students.
• As part of their role as researchers and knowledge workers, teachers study
the community surrounding the school for a variety of reasons. In addition to understanding the social and cultural context that immediately
surrounds the school, such research enables collaborative efforts with
various community members. The integration of school pedagogies with
community and institutional expertise is an important aspect of rigorous
teacher activity and educational reform.
• Teachers are experts in pedagogical methods and strategies for teaching
and classroom management. Teachers learn to use different methods in
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different contexts and with differing students with differing needs. Practitioners learn new educational technologies and how they can use such
tools to achieve their pedagogical goals.
• Teachers achieve profound expertise in the contextualizing disciplines
of education. As they learn about the historical, social, cultural, political,
economic, psychological and philosophical contexts that frame education, they develop the important ability to understand the genesis of educational policy and purpose so they can better participate in the public
conversation about education. With such skills they are better equipped
both to evaluate the curricula and goals they are given and to join the negotiations about such mandates. Such contextual knowledges are central
to their self-empowerment.
0

Teachers become scholars of education in a democratic society exploring
the ways that an unequal distribution of power and resources insidiously
undermines the performance of some students. In this process teachers
become scholars of power and justice, as they study the complex relationship between educational policy and the pursuit of social justice. In
this context teachers understand a variety of manifestations of diversity,
analyzing the way race, class, gender, religion, ethnicity and sexuality affect students, teachers and administrators. Cognizant of these effects,
teachers are better able to address the problems that emerge when these
diversities intersect with the school.

• In light of these expanded abilities and higher expectations, teachers become evaluation experts. As such they develop and utilize a variety of assessment techniques to better understand the impact of their pedagogy.
With such knowledge they are better equipped to self-criticize and to
monitor student learning so as to continuously update, revise and improve curriculum and instruction. Critical constructivism helps teachers
see such evaluation issues as inseparable from their facility as knowledge
workers and researchers. They are simply applying such inquiry skills to
what is occurring with their students in their own classrooms.

Critical constructivism and informal out. . of.-school peda..
gogy
If understanding all of these aspects of the knowledge base were not enough,
critical constructivists understand that to create a powerful pedagogy in the
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twenty-first century they must think of education as something that goes on both
inside and outside the school. In the present era of electronic hyperreality, critical constructivist educators argue that dominant power's media-based curriculum
teaches young and old people alike about the world from a right-wing perspective.
A key purpose of any critical constructivist curriculum involves understanding the
way regressive ideologies shape both in-school and,. especially important now, outof-school education. In this information-saturated context it is the duty of critical
constructivists to develop methods of studying the cultural pedagogy of hyperreality and its corporate-produced curriculum. Critical teachers carefully monitor and
document such a curriculum and its social and political impact. Teachers, educational researchers, political leaders, parents, and students must be empowered to
expose the corporate curriculum and to hold corporate decision-makers and their
politician allies accountable for the pedagogy they produce.
As critical educators develop methods of analyzing the ideologies of corporate pedagogy as encountered in movies, TV, video games and cyberspace, we
must use them to produce a body of information that activists can draw upon. As
criticalists gain a more sophisticated view of the ways cultural pedagogy operates,
we are better able to expose race, class and gender oppression and even rewrite
popular texts when the opportunity presents itself. Critical constructivist analyses
can be used to ground strategies of resistance that understand the relationships
among cultural pedagogy, the production of knowledge and the construction of
subjectivity.
Consider Disney films in relation to the critical constructivist concerns with
pedagogy, power, representation and hegemony. Disney films are not the innocent,
non-political texts they are structured to appear and assumed to be by liberals and
conservatives, filled as they are with implications for economic policy, ecological
politics, race, class and gender relations and U.S. domestic and foreign policy. Henry
Giroux (1997b) focuses on the gender curriculum of The Little Mermaid and The
Lion King. In both films female characters are depicted within very traditional gender
roles, lead lives subservient to men and identify themselves within the parameters
of men's positive or negative perceptions of them. In The Little Mermaid, Ariel (the
young mermaid) in the early part of the film appears to be enveloped in a rebellion
against the control of her father in her efforts to pursue a life out of the sea in the
world of humans. Soon, however, the audience learns that Ariel trades one form of
patriarchal submission for another, as she makes a pact with Ursula, the sea witch,
to give up her voice for a pair of legs. The purpose of the deal involves Ariel's desire
to engage in a romantic relationship with the handsome Prince Eric.
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The cultural curriculum of The Little Mermaid teaches profound hegemonic
lessons in gender relations: women gain their identity only through the validation of
males; and within our patriarchal society women inevitably submit to male authority whether it be that of her father or husband. Thus, such a movie helps shape
one's construction of gender roles, including one's own view of self as a man or a
woman. Obviously, just because a young woman '0'atches the movie doesn't mean
that she will automatically reproduce such gender hierarchies in her life. She may
see the movie as we are viewing it here-a text promoting, on one level, patriarchal
hegemony. In this context her reading may strengthen her rejection of such ideology. Disney can produce such movie texts but given the consciousness of particular viewers) they may be received in diverse ways. Even though this is the case, we
should never discount the power of dominant hegemonic producers to persuade
their audiences of the validity of their representations.
This power is real and frightening in its inAuence. The dominant power bloc
uses movie and other media representations to expand its inAuenceJ Norm Denzin
(1987) argues) by posing as objective depictions of the real world. Power wielders use
film1 TVJ lnternet1CDs) etc. to transmit particular representations. Critical construe:tivists understand that there is a direct link between cultural representation and hegemonic patriarchal) white supremacist and elite socio-economic class domination.
Corporate and business leaders buttress their economic power by using their media
access to represent prestige and connect it to the ownership of their products.
Wouldn't you rather if you operated in the mindset of prestige) drank Beck's Beer,
drove an lnfinitL dressed in Versace and carried a Gucci bag? The power bloc has the
resources to present positive representations of itself to the world. Iwrote a book on
how McDonald's does just this to create tremendous power and profits around the
world (Kincheloe 2002). Of course) such representations have little if anything to do
with any epistemological notion of truth. They are made-up constructions of reality
designed to represent agents of power in ways that are in their self-interest.
When we watch TV we see oil and chemical companies representing themselves as champions of environmental protection or automobile companies representing themselves as the homes of happy, contented and empowered line workers
turning out products shaped by their highly respected product design input. The
neo-imperialist or contemporary colonization that the U.S. inAicts on Asian, African and Latin American societies much of the time involves economic and cultural
occupation in lieu of military occupation-although with George W. Bush this is
changing. Still, Hollywood and Madison Avenue work hard to represent the world

Power and Knowledge Production: Critical Constructivist Pedagogical Purpose

101

in a way that supports American geopolitical and economic interests (Luke 1991;
Musolf 1992; Kincheloe and Steinberg 2004).
Via their ability to use techno-power to construct particular representations
of the world that support the political, economic and social interests of various
elites, diverse power blocs gain unprecedented inAuence. They are empowered to
create, organize, articulate and disarticulate the affe~tive sensibilities and cognitive
perceptions that motivate individuals to identify with particular socio-political and
educational positions. Simply put, they gain the power to construct consciousness,
to shape the ideological perspectives of various individuals. The effort to understand the political realm and the domain of educational politics in twenty-first
century Western societies cannot be accomplished outside of an understanding
of the power of representation and consciousness construction in previously dismissed cultural and mere entertainment venues such as TV, film, popular music,
video games, computers and the Internet.
For example, the way whiteness (l(incheloe, Steinberg, Rodriguez and Chennault 1998) is subtly represented in these cultural domains exerts a major impact
on the racial distribution of power. In addition, the way TV erases class relations
by portraying contemporary society as classless helps to shape the way wealth is
distributed. One is far more likely to see explicit torture and rape scenes and hear
the screams of victims than to see representations of the class struggle or hear the
world class. TV news also removes class from contemporary affairs, at most showing
brief shots of workers on a picket line during a strike. Doug Kellner (1990) points out
that TV news often portrays the strike as a conAict between strikers and consumers,
as it focuses its report on how the strike will hurt consumers. Little coverage is given
to the unfair corporate policies that motivated workers to take action in the first
place (Frankenberg 1993; Gray 1995; Bybee 2004).
In twenty-first century hyperreality, media representations (out-of-school
pedagogy) revolving around the axes of race, class and gender play an important
role in shaping the nature of Western political-economic, cultural and educational
development. These constructions of the world are central to this process and are,
of course, key concerns to critical constructivists. The ways in which dominant
commercial institutions represent blackness are one of the most important stories
of our time. These representations and their effects constitute a major concern of
criticality. Young black males, for example, have been demonized by conservativeproduced media representations designed for airplay in hyperreality.
Young black and often Latino males have been deployed as symbols in the
attack on welfare, educational funding, civil rights legislation and job training. Repre-
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sented in the media as violent and pathological criminals, such young people have
been used to rally white racial solidarity and support for racist, right wing social and
educational policies. Using racialized code words to prey upon white fear of young
males of color, conservative politicians have tied such young men to the erosion of
standards in education and the decline of morality and civility in the public sphere
in general. Indeed, the top-down, imposed star:idards movement of the last dozen
years has gained support from these representations. We've got to impose educational standards before 'these people' destroy our schools, right-wing leaders confide
in private. Such constructions work political wonders to create myriad forms of
oppression in twenty-first century America. The purposes of critical constructivist
pedagogies must take these disconcerting dynamics into account.
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Action Research of The Volunteers as
a Specific Social Group of the Youth

1.

Introduction

For the last few decades of the 2Qth century, methodologists emphasize the
need of uncovering and application of new research approaches. The new investigation paradigms have enabled researchers to understand the nature of social world
in a different and more original way. These paradigms have pursued an interpretive
task the seeks to describe the historic, cultural, and interactional complexity of social
life. In doing so, they endeavor to develop accounts that more fully represent people's
lived experiences (Stringer 1999, pp. 6-7).
In other words, the explanations emerge from common understanding of everyday behavior and social processes that encircle and shape the lives of the youth.
Nevertheless, those explanations do have their restrictions, for they do not deal with
the connection between the theory and practice, which is essential. Therefore, the
action research is based on the assumption that all participants need to be actively
involved in the voluntary work research process.
This type of research is seen as a research whose aim is the improvement of
quality of all aspects of a voluntary life, considering the fact that it demands more
democratic, humanistic approach to research participants. Therefore, the goal of
the action research is to include all the subjects as equal participants in a research
process, and the basis is their centeredness on the problems of the group of the
youth and their voluntary group.

THE PRACTICAL SCIENCE OF SOCIETY

106

In that way, it is completely legitimate to say that this is all about the researchers helping the youth, about understanding of their voluntary situation and an at-tempt of solving problems they meet or are about to meet.

2.

Action research of voluntary work

The basic applied methodological concept in this empirical study was the
action research. The term 'action research' derives from Lewin (1946.) who marked
the research of activity as the research in service of the social project or the social
technic (Lewin; Konig, Zelder 2001, p. 140).
We have defined our action research as a dynamic spiral and cyclic process.
It is based on a practical problem-solving thinking. It includes research, systematism,
critical study and action planning. It aspires to the improvement of the voluntary
work practice in Croatia. The action is done or planned (in our case) for the purpose
of comprehension, evaluation and transformation. The research includes the data
collection and interpretation, critical thinking, often at the level of learning; and it
implies the analysis of the preformed actions and the planning of actions to come
(Costello 2003, p. 5).
The basic characteristics of the action research we have tried to set up and
fulfilL in as bigger volume as possible, are the following (Stringer 1999, p. 10): 1. It is
democratic, enabling the participation of all people; 2. It is equitable, acknowledging
people's equality of worth; 3. It is liberating, providing freedom from oppressive,
debilitating conditions; 4. It is life enhancing, enabling the expression of people's full
human potential.
The youth, as respondents, take part in a research process. Researchers analyze
and understand the problems the youth encounter during their voluntary work. By
different experience exchange they solve problems, and in that way they improve
the quality of voluntary work. In that way the subjects are being involved into a
process of life understanding on which their juvenile community is based upon.
But, the action research does not result in collective vision only, but also in
an increased feeling of belonging to voluntary community. It works on intellectuaL
social and cultural leveL therefore the purpose of action research is to improve and
change the life of young participants involved in the research.
The action research is a new form of research which enables researchers for
investigation and evaluation of their work. For the action type of research no special
equipment or knowledge is needed. All it takes is curiosity, creativity and affection
towards participating in something like that (McNiff, Whitehead 2006, p. 16).
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Denscombe suggests researchers to be straightforward in the context of their
research and to become involved into what they had planned (Costello, 2003, 40).
Nevertheless, it is beyond any doubt that the researchers are crucial in the research
process. Therefore, Costello determines their participation as active, not passive
(Costello 2003, p. 6).
The voluntary group we have researched was informed about all the activities,
and in that way we have managed to make them feel that they, as members, could
contribute to a research process. The initial contact was informative and neutral.
After that we initiated the communication process. The researchers have set time
and place where too meet their respondents. In that way volunteers started to feel
involved in the research as a process, and got the feeling that their contribution was
meaningful and that the project was in a way a project of their own. This feeling of
owning has actually become the basis of the action research.
The researchers have tried to include all the volunteers into participating in
defining and researching the problem. We have also tried, as researchers, not to get
too attached to members of the group that was researched. Group members have
to have a feeling that they can speak freely to a researcher, with no fear that their
comments would be transmitted to the others in some undesirable way (to them).
Besides, we were guided by the assumption that the possibility of participation in young volunteers' lives would cause more real, more vivid and more adequate
research results in the end of a planned action research.
2.1.

The research phases of the action research

In the collecting data stage we have interviewed the leaders of the voluntary
groups. Therefore, the informal interview was the first applied research method. It
enabled participants to describe their own situation, which had become the researcher's one. During an interview, the researchers have identified themselves, their
role and intention, and asked permission to talk to volunteers, record information,
workshops and other meetings.
The applied method to follow was observation. We explored the ambience
and space in which volunteers meet. We took notes, and we were prompt to write
them down, describing the following elements: places, people, activities, goals, dynamics of volunteers, encounters, continuity, etc.
We also used various documents and materials as resources of our research
data. All research activities listed are actually basic parts of the descriptive stage of
the action type research. That stage was characterized by systematism. Its final goal
was to provide participants with deeper understanding of context and explaining
the set of researchers, aspects.
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We have actually connected and combined the following:
1. Methodological procedure: collaborative descriptive evaluation. We have
registered numerous answers, using group processes where appropriate,
recorded them and took notes. That material was used in a descriptive
estimations formulation.
2. Methodological procedure: asking questions: why, what, how, who, when,

where. The goal was not to determine the cause, but to understand the
problem within the context. The answers should have been focused on
the activities and events connected to the research problem.
3. Methodological procedure: arranging the events. Denzin suggests a similar
procedure he calls 'temporal mapping, (Denzin; Stringer, 1999, p. 76). This

process demands the following from its participants: descriptions of the
problem and it's context, locate key phrases and statements within the
description, interpretate the meaning of these phrases and statements
which will enable sequential event description, checking the statements
with the other participants - volunteers.
4. Methodological procedure: the voluntary group profile It enables the re-

searchers to have a significant insight into a situation and it might include:
locality, history, politics, demography, economy, education, intergrouprelations, recreation, the free time of the youth, their value system, way
of life etc. The volunteers' assembling was organized by neutral leaders.
It was important that volunteers accepted them as legitimate persons
which were capable of leading the assembling. Those assemblings were
carefully organized in order to minimize the possibilities of turning them
into debates, and they acted on a consensus basis.
2.2.

The research goals and action contextualization

The goal of socio-critical action researches consists of organizing the research
as a practical exchange process, and to be realized as a social act whose course and
goals are becoming more concrete by constant connection of research questions
and practical experiences. From there we derive the fact that the action researches
are not neutral in a value system, but are relegated in a certain category and have
their own standpoint. According to that, action researches are defined as the consequence at request for emancipation and maturity. They intercede for conversion of
the traditional relation of subject and object between the researcher and the object
of research into relation of two subjects (Konig, Zelder 2001, p. 141).
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The fundamental goal of our action research was the evaluation of the successfulness of a certain types of voluntary activities in satisfying various social needs
or in solving various individual, collective, group (family) problems between the
youth.
Other than that, our goal was to grade the young volunteers' specific behaviors as a relevant contribution to the state's efforts ~o promote the general area of
social work and social care.
Finally, from the sociological point of view, we have found it important to
put this action research within the demystification context. As researchers, we have
started from the assumption that the act of acquiring knowledge creates the potential for changes, for the lack of researches about certain social groups and their
specific behavior stresses out and continually regenerates their powerlessness and in
that way it relegates them to a marginal status.
There are two main reasons for taking this research. First; it is possible to improve voluntary work of the youth for the purpose of educational practice progress.
Second; it is possible to improve knowledge and theories about the juvenile activism
which represent the new ideas on how and why things should be done.
The action research differentiates from other types of researches, for it helps
its participants in understanding their own situation and solving problems they find
important. Therefore, the stress is put on the active participation of all the participants, which creates a deeper insight into understanding ourselves and forming an
effective way of working.
Therefore, our basic intention and goal were our efforts that, by understanding the social relations, a concrete research could and can inAuence the improving
voluntary work in Split.
Our research was not projected in a manner separated from practice. The
research topic, the problem, was not a priori chosen, but was revealed during the
research. The problem was real and practical, articulated in actual social processes.
After defining the subject of our research, we set off from the real and practical
problem, so the subject of our research had determinated its goal the change of
a social situation investigated. The final stage of the theoretical part of a research
process was setting the hypothesis.
The relations within the action research should be like that so that all participants feel as equals, and the communication is asked from all the participants. Their
communication contributes the harmonic social-relations development. When participants, in our case - volunteers - feel accepted and are treated with respect, the
feelings of value are increased, and the possibility for a successful contribution to a
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voluntary group work is brought to maximum. Therefore, our assumption was that
communication between the youth was the basis of a successful research.

3. The researchers' recommendations as elements of the
interpretation phase of the action research
The program Friend exists from 2004. as a part of The children, the youth,
the marriage and family Counseling centre, and it includes volunteers from Split and
places in the neighborhood. Before a person becomes a volunteeG it is necessary to
pass through an evaluation process in order to see whether a person volunteered is
adequate for working with children who have various problems.
After filling in the evaluation form, volunteers go through several workshops
togetheG which are actually specific educations which prepare them for the work to
come. In the end of a workshop, participants fill in the evaluation forms regarding
the workshop contents, topics, leader approach etc.
The workshops are lead by trained personnel, and volunteers-to-be learn
how to communicate properly, how to deal with their own and other people's
problems, how to listen, and how to recognize, save and spread 'real' values. After
the workshops, participants are being included into working with children, whether
an individual or a group-work - depends on a volunteer's wishes.
Generally, by looking at the voluntary work development and progress in
Croatia, specifically in Splic we get a picture of the young people who are willing to
participate in voluntary actions, but often are not informed enough about the voluntary jobs or are not motivated enough to help others in some social segment.
The number of enthusiastically applied volunteers on the initiatives such as
was Friend often decreases drastically when serious work is to be done, or when
a certain amount of responsibility is required, and there is no compensation in a
material form.
What intrigued us the most as researchers was that initial motivation, the
very beginning of including a volunteer in a certain program or a project, with reference to, in this particular case, to a Friend program workshop. By action research we
reached the results that show us what we wanted to know in the first place how
do workshops work and what is it that attracts potential volunteers, and what is it
that they did not like.
All three assembling volunteers workshops observed were held in December
2005 and 42 females applied. They were divided into two groups in order to facilitate
the communication. The workshop participants were to a high extent (more than
50%) satisfied with the workshop topics, 98% of them thought that topics were,
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Figure 1. Interest of subjects in the workshops
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Figure 2. Utility of work the workshops

mostly or completely, useful. One third of the participants (35,7%) considered their
expectations regarding workshops fulfilled, and 45,2% stated that their expectations
are mainly fulfilled.
Practical workshop exercises and experiments impressed the workshop participants the most (17,6 %), the group work follows, for they enjoyed the teamwork
and relaxed and quality communication and interaction within the group (13,2%
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both). The feeling of relaxedness prevailed over the group (28,2%), and the feeling
of comfort and acceptance followed. The mood was mainly good (15,5%), excellent
(5)%), useful (2,8%\ calm (2,8%) etc.
28,20%

other

useful

accepted

calm

relaxed

good

pleasure excellent

Figure 3. Mood of the participants in the workshop group

A significant variable at any rate is a workshop leader's approach, for they
may additionally motivate participants and lead them into a world of altruism and
philanthropy.
The research results suggest that Friend program workshops are well organized and that most participants find them interesting and useful.
By analyzing the empirical materials and after the observation of participants
we came to conclusion that there are good grounds for the voluntary work affirmation in Split. First things to do include instructing, explaining, motivating and
informing, and all are important for making the participant stronger on his way to
transform into a volunteer. What follows depends on the individuals exclusively, on
their persistence, desire and effort. It depends on how much they are willing to help
others in their free time and how strong they are to make positive changes to the
environment they live in and people they interact with.
The most of action researches, including ours, consists of three stage strue:tures: observation, consideration and action.
At stage one, observation; we spotted the characteristics of a research
situation, performed in-depth observation, dealt with context understanding and
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concrete problem definitions. At stage two, consideration; we have analyzed and
interpreted the collected materials. The third stage, action, is actually the point of
action research, and it referred to an action in which solutions were found for the
problems we ran into.
In this research we have determinated to make the motivation of the youth
for the voluntary work understandable. That interpr~tation was based on their voluntary behavior descriptions and their communication in the voluntary working
environment.
4.

Conclusion

The youth we have researched are the special social group. Their particularity
is specified by the whole set of characteristics, mainly those referred to the type of
their social behavior. That group is homogenized by specific dedication to certain
different goals from those to whom other average young people aspire to.
They are also special because they are critical towards the society and specific
social problems, which they are trying to reduce by their voluntary engagement,
sanify in a way, or, in the best case, even prevent. The type of their social behavior is
definitely socially desirable.
These young volunteers recognize their own future as a vision of a better,
more reasonable and more humane society, as a vision of more quality social system,
as a vision of harmonious social relations, as a vision of a more quality interaction
between the young and adults, and generally, as a vision of noble social activities and
social duties towards those with difficulties of any kind.
We researched the forming of the voluntary groups of the youth, their recruitment, their workshop engagement and motivating behavior within that context, the course of their training for the contact with the children who show various
difficulties in their individual development.
But, the research results have not convinced us in the existence of some (social) impulses for forming a special, original, new lifestyle of the youth.
Young people feel and want the changes, but they do not know where, how,
and in what ways to participate in such social changes. Those who participate in
voluntary work do not feel the feedback regarding their humanitarian actions.
Voluntary work should, therefore, be encouraged in Croatian society, but it is
still characterized by: the ignorance on the importance of work; practical underdevelopment of awareness of the necessity for constant, intensive and everyday help
to those in need; and in that way voluntarily protect human (social and many other)
rights, primarily those of the children and the youth, and then the adults.
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Intensification of voluntary work in all its aspects might change some value
judgments of the youth towards the work. It will then bring down, or at least soften
the social marginalization of the most juvenile or some other social groups, from
those with development and behavior disorders up to the elder, poor and weak
ones.
Voluntary work is at the same time devel?ped within the frames of nongovernmental associations, which are actually founded primarily thanks to voluntary
participation of the citizens, and thanks to their voluntary dedication and investment. Within that context, in that 'game', we are talking about the enormous dosage of a positive energy, motivation and philanthropy of the youth. We are aware of
the fact that there are very few of them in that 'game', and therefore the intensity
of their contribution to social happiness, benefit and universal social health is even
more important and has the far-reaching effects.
Finally, our key impression confirms our assumption about the necessity of
making voluntary work among the youth even more important and more intensive.
It could, as a social phenomenon, successfully transform from the 'escape into reality' into some other juvenile scene, which will not be a fashion craze, a brand, trend,
but it would become the lifestyle of the youth, their need, but also an everyday
expression of the best contained within the young man - his enthusiasm which
enables social development, creates it and shapes it; his humanism which ennobles
and enriches; his creativity which motivates, encourages and follows the others, his
creativity based on knowledge, caring for the others, appreciation of other people's
rights etc. All this is impossible to neglect, suffocate or ignore. The voluntary work
will integrate into social relations and become a new partner to everyone and everything - state, society and community!
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Definitive Details: The Advantages of Meticulous
Interpretation in Qualitative Research

Introduction

In 2004-2005, I conducted a case study in order to gain some qualitative insight as to the conceptions preservice teachers held regarding technology within
their learning and teaching experiences. Assuming that preservice teachers would
approach educational technology integration with a variety of conceptions about
education and technology, it became important to ask what those conceptions
were and how they influenced one another. Exploring the conceptions that preservice teachers have about technology can help teacher educators craft educational
technology lessons that speak to their students' experiences. In turn, preservice
teachers may be more likely to reflect on their personal understandings and construct improved representations of such integrations (Katie 2005).
The setting for this study was an introductory course to technology and
education specifically for preservice teachers, regardless of content area discipline.
Education and Computers took place in a computer-equipped classroom at a large,
Research-1 university in the northeast. The course was funded by a federal PT3 grant
(Preparing Tomorrow's Teachers to use Technology). It was designed to help the
participants examine their own conceptions of technology within the framework
of educational, cultural, and social discourses. This research describes the processes
that I used in order to collect, organize, and analyze digital data (both text and
video), which made up a good portion of the sum data collected for this research. I
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also discuss how meticulous interpretation of digital data as well as a realistic awareness of the researcher's role contributed to dynamic and detailed analyses of the
case.

Methodology: Making Choices; Selecting Tools
The study design for this research was based on the model of the intrinsic
case study. I was interested in looking at the nuances of a particular case in order
to both better understand it as well as potentially draw comparisons across similarly situated cases, so my methodology was designed to most authentically reAect
the case's own issues, contexts, and interpretation, its thick description (Stake, 2000,
p. 439). Another important aspect of this study was the attempt to relay preservice
teachers' conceptions from anemic perspective. In order to best construct anemic
description of the participants' conceptions of technology, I employed methodologies conducive to describing participants' conceptions as the participants themselves
understood them. According to Lincoln and Guba (1985), the case study design is
one of the best designs for emic inquiry because it offers opportunities to explore
participants' constructed realities (p. 84).
In order to construct this case, I collected a range of data that included the
following: 1) participants' responses to four online prompts posted to the WebCT
website for the course throughout the semester, 2) transcripts from orientating interviews with the participants, 3) digital video of group collaboration during work
on the group technology infusion project, 4) transcripts from stimulated-recall interviews, 5) field notes of class observations from the beginning of the course through
the group technology infusion project, and 6) a transcript from an interview with
the instructor of the course.
Online prompt responses. Textual prompts can prove useful tools for initiating individual student motivation and facilitating class discussions about technology
(Gunter 2001). All of the participants in the course were required to post a response
to four prompts as part of their online assignments. I hoped to elicit initial conceptions about technology with this prompts. The digital prompt responses were
collected, reviewed, and used to partially develop an inductive interview protocol
for the forthcoming orienting interviews. The first prompt was posted at the beginning of the course. The second prompt was posted one week prior to the group
technology infusion project. Following the completion of the group technology
infusion project, the third prompt was posted. The last prompt was posted a few
weeks prior to the end of the course. By posting this series of prompts, I hoped to
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give the participants several opportunities (at their convenience) to describe their
conceptions of technology from a variety of angles.
Orienting interviews. Abbott and Faris (2000) indicate that future studies that
include selective individual interviews may aid researchers and others in exploring
specific attitudes and beliefs that support or detract from instructional technology
integration (p. 160). A properly structured qualitativ~ interview proves a valuable opportunity for participants to express their perceptions, judgments, and experiences
in their own words, without having to fit their knowledge and experiences into
researcher created categories (as in many quantitatively-designed surveys and questionnaires). In this study, the participants were interviewed twice to give them two
opportunities to adequately describe their perceived conceptions of technology.
The orienting interview was semi-structured and took place in the beginning
of the course, but before the groups had begun work on the group technology
infusion project. The protocol for the orienting interview was developed inductively,
using the participants' responses to the first online WebCT prompt, my understanding of research concerning conceptions of technology and education, and my
own ongoing analytic memos (Cresswell 1998) as a starting point. The focus of the
orienting interview was two-fold. Firsc it encouraged participants to elucidate their
initial responses to the first online WebCT prompt question. Second, it asked participants to volunteer information on their use of technology, their thoughts about
technological culture, and their conceptions of technology, learning, and teaching.
The orienting interview was also used to collect basic demographic data about each
participant.
Group collaboration during the group technology infusion project. The group
technology infusion project was a culminating assignment that was explained in the
syllabus for the course:
Each content area team will innovate or refine some infusion
of technology into learning. It should not be a slap-on that has
nothing to do with content, but an authentic use of technology
to do something within the discipline. You will give me a paper
describing the infusion, technical requirements for it, and how
a teacher might implement it with at least one lesson plan that
makes use of the idea. (Education and Computers course syllabus, 2003, Syllabus section, , 8)
Prior preservice teacher research that included similar technology infusion
projects in their data collection found that these projects proved to be extremely
powerful tools for not only teaching basic computer literacy skills, but also teaching
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information literacy and integration literacy skills (Gunter 2001, p. 17). The group
technology infusion project was considered a pivotal assignment that both explored
and assessed preservice teachers' ideas about the integration between technology
and education. It asked preservice teachers to look at the processes behind the
technological media in order to determine what purposes those processes could
serve in an educational context. I observed and. video-taped a selected group's discussions during their work on the group technology infusion project in class.
Stimulated-recall interviews. The semi-structured, stimulated-recall interviews
focused on obtaining the participants' understandings of the task, the motivations
and conceptions that drove the creation of their technology infusions, and the
participants' interpretations of the infusions they had created. The protocol for
the stimulated-recall interviews was inductive and developed from a) my ongoing
researcher generated analytic memos (Cresswell 1998), b) a review of the final infusion project as produced by the team, and c) selected video clips from the video
recordings of the collaborative group work.
First, the participants were asked structured protocol questions that focused
on the collaborative production of the group technology infusion project and their
personal thoughts as to the shape that the final project achieved. Next, participants
were questioned while a) looking at their completed infusion project and b) viewing
segments of collaborative talk from their previously video-recorded group work.
With regards to the infusion project stimulus, participants were asked about various aspects of the infusion project that they had created, while a hard copy of the
infusion project was available for them to view and manipulate. Participants were
encouraged to respond to any aspect of the infusion. These clips were played, one at
a time, by each participant. Participants were encouraged to pause, rewind, or stop
the video during discussion of the clip and protocol questions. Each participant was
encouraged to reAect on the segment in his or her own words and all discussion for
a particular clip ended before moving to the next clip.
The benefits of the stimulated-recall interview format are several. One is that
participants are able to re-live events that may have occurred some time in the
past. They are able to pause time (in a sense) and reAect on a particular moment
or closely examine events by manipulating the data medium. In addition, both the
interviewee and the interviewer are able to stay closer to the actual events, as opposed to asking questions removed from the event in both space and time: Data
elicited in this manner are likely to have greater ecological validity... more readily
applicable to real conditions of work that data generated under more artificial circumstances (Jordan & Henderson 1995, p. 50).
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Digital video data. A selected group was video-taped while they worked on
their group infusion project in class. They discussed the project during three class
sessions, each of which was approximately two hours long. I first imported all of the
raw video footage into iMovie (Apple Computer, Inc., 1999-2003), then converted
the raw footage into digital files, then transcribed group talk verbatim, and finally
described significant gestural movements. To tran:5cribe 6 hours of digital video
data, I split my desktop screen so that half of it displayed the digital video (and
video controls) and the other half displayed a word processing program so that
I could type as I watched. After verbatim transcription was completed, I viewed
the video corpus again and created content logs (Jordan & Henderson 1995). The
content logs were brief descriptions of the discussions during each session and were
composed in order to facilitate location of events among the various sessions. The
discussion topics were organized by video time stamps approximately two to five
minutes apart, generally spanning a few minutes each.
Next, I reviewed the video corpus once again in order to cannibalize (Jordan
& Henderson 1995, p. 46) events that touched on the foci of my research. Cannibalizing the tape involved transcribing verbatim a number of potentially significant
moments from the total footage. Viewing the video corpus several times allowed
me to identify potentially significant moments, which I then coded by themes. By
the time Iwas ready to identify significant themes and clips, I had personally viewed
the video corpus approximately 4-5 times and felt comfortable that the themes
that seemed to be emerging were in fact generated by group talk and not by my
research expectations. Group talk that indicated themes which significantly alluded
to conceptions informing the generation of the final project were marked and such
selected clips constituted a new file.
Initially I identified, coded, and pulled from the video corpus thirty-nine such
clips. The content of these clips touched upon (in some way or in some degree
of detail) a) ideas about technology and/or education and b) what topics/aspects
should shape the group technology infusion project. These thirty-nine clips were
further narrowed down to ten clips. Clips that: a) were redundant or repetitive with
regards to content when compared to other similar, but more concise clips, b) took
more than three minutes to elicit the same concept identified in a shorter clip,
and c) were somewhat unclear, roundabout or wandering in the discussion of the
concept were eliminated. The remaining ten clips were all coded with themes that
described the talk about technology and the role technology should have in the
group technology infusion project. From this group of clips, one clip was eliminated
because of some ambiguity with regards to its content and its poor audio quality.
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I copied the nine final clips (ranging in time span from one to three minutes)

from the original digital files and integrated them into a single iMovie file where the
clips were organized chronologically. Each clip was identified by number and date
prior to the video footage and separated from the other clips by 3-4 seconds of
black screen. Although the clips were thus all contained in a one file, they could be
played singly, paused, rewound, and otherwise rl)anipulated in order to view each
clip as needed without seeing footage of preceding or following clips.
Observational field notes. Detailed, researcher generated field notes were
produced during observations of the class meetings up through the group technology infusion projects. Before the group technology infusion collaboration, I noted
classroom discussion and paid particular attention to the comments volunteered
by the participants I had selected. Latec the participants were observed while working in their team on the group technology infusion project. Observations of the
participants through the date of their group technology infusion project allowed
me to generate a richer description of the setting within which to seat the study.
Instructor interview. An interview with the course instructor took place at the
end of the course. The purpose of this interview was to incorporate the instructor's
perceptions and provide context to the research. The protocol for this interview
was developed from the course syllabus, my ongoing observational field notes, and
analytic memos created throughout the semester. Questions were developed to
elicit a) the instructor's perceptions of technology, b) perceptions of technology's
role in the course, and c) perceptions of technology's role in education in general. In
addition, I posed my own impressions of certain events and asked for clarification of
my researcher-generated observations. The instructor's additional understandings
regarding particular experiences helped to thicken and triangulate my description
of those events.

Analysis: Interweaving Sources; Layering Responses
Data analysis throughout the duration of the study relied on both data management practices and data analysis procedures in order to aid the process of redu0ing the data into a meaningful and authentic statement. When gathering data from
multiple sources, ongoing category development and comparative analysis necessarily imprinted the data collection. Analysis was a part of a greater interwoven pattern
of description, analysis, and interpretation as proscribed by Wolcott (1994). As each
type of data was collected, I sorted it according to its type, carefully thought about
its content in terms of my research interests, and wrote myself analytic memos in
order to pose questions for forthcoming hours on site (Cresswel 1998). Due to the
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variety and volume of data, ongoing, rudimentary data analysis was always in effect.
Questioning, collecting, recording, interpreting, and analyzing comprised a sequence
that I cyclically repeated throughout data collection and analysis.
The group video data was first divided into episodes-short stretches of participant interaction that were bound by a common thread or topic. After episodes
were identified, they were broken down into smaller codable units-turns (within
the episodes). I then coded the turns using constructivist grounded theory methodology to facilitate the building of descriptive and dominant categories by coding
turns within all of the individual participant data and group data (Charmaz 2000;
Strauss & Corbin 1998). The application of reAexive, postmodern techniques to
traditional grounded theory helped to inform realist study of experience (Charmaz
2000, p. 528). Constructivist grounded theory acknowledges the rigor of grounded
theory (Strauss & Corbin 1998) and its strategy of creating a clear set of guidelines
upon which to build up some theoretical framework. However, it moves away from
grounded theory's positivistic orientation and is a more open-ended analytical practice which stresses: 1) Aexibility in analytic strategies, 2) giving voice to participants
by striving to interpret how participants construct their realities, 3) recognizing the
researcher's role in the construction of meaning, and 4) posing hypotheses and
concepts that are open to further analysis and that attempt to clarify, rather than
predict, participant views (Charmaz 2000). Video researchers Jordan and Henderson
(1995) state that a commitment to grounding theories of knowledge ... building generalizations from records or particular, naturally occurring activities and steadfastly
holding our theories accountable to that evidence (p. 41) provides a stable foundation
for analytic video work. The process of coding involved a) making judgments about
the meanings in the texts, b) building a code hierarchy to mark these meanings, c)
identifying themes across the codes that emerged, d) comparing these themes to
the bulk of the data, e) making connections across themes (and across data sources),
and f) constructing a narrative from the connections that emerged. In this way, I
categorized and defined the various kinds of transcript data. The transcripts were
coded dispassionately (i.e., without a priori labeling) but with an alert discernment
for conceptions of technology as well as other dominant conceptions that may
have surfaced.
Once broad, dominant categories for each of the participants were identified, I compared them to categories found in the other forms of collected data.
The dominant categories identified for each of the participants were in constant
comparison with: a) the research literature, b) data from the same participant at
different points in time, c) data from the different participants, and d) other emerg-
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ing themes. The categories identified for each participant were then compared to
the categories identified in the group discussions. Categories that were identified in
both individual participant data and group data were closely examined in order to
look at how individual conceptions may have mapped onto or played out in group
discussions.

Discussion: The Importance of Personalized Processes; The
Interpretation of Details
Choosing to use qualitative research methodologies is in itself a rather deliberate choice and it follows that the subsequent process choices made within this
methodological field should be intentional, cognizant, and decisive. Because the Auid
nature of qualitative inquiry can often yield data that appear transitory or mutable,
it is most important that the tools used together those data are sharp and precise.
When I chose to employ qualitative research methodologies for research which
looked closely at technological conceptions and digital data, I learned that the two
fields had more in common that I initially thought. The point can be summed up in
one rather passe phrase that is often used to instruct novice computer users who
cannot understand why their computers did not do what they wanted them to do:
Garbage in, garbage out. The same caveat also seems especially true for qualitative
research methodology. The choice of methodological processes and the particular
ways in which they are applied within an inclusive framework contribute directly to
the results that are eventually harvested. Less precision, less toil, less personal dedication during the formulation of the process(es) may well result in less comprehensive
analyses.
For novice and expert qualitative researchers alike, it goes without saying that
the foundation shapes the framework. Study design and framework need to be
carefully chosen in order to complement the aims of research questions. In the research described in this essay, Iwas interested in attaining intense descriptions, close
analyses, and emic perspectives of particular participants (i.e., preservice teachers)
within a larger system or culture (i.e., the crossroads of education and technology).
In order to best meet these various needs, Ichose a framework (i.e., case study) that
lent itself to the employment of particular methodologies (i.e., qualitative interviews,
individual prompt responses, video data, etc.) that I felt would be most conducive
to describing participants' conceptions as the participants themselves understood
them. Although I began with a comprehensive data collection and analysis plan, I
mentally prepared myself to accompany unexpected changes to the master plan.
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Based on the questions this research was asking, I surmised that methodological
Aexibility might serve me better than perfunctory execution.
The tools (and the methods with which they are applied) used in qualitative inquiry need to be examined and if necessary, refined, so that they directly
contribute to methodological veracity. In this research, Ifound that three important
tools/applications particularly contributed to the ov~rall quality of my research findings. They were: understanding my role as a researcher, the qualitative interviews,
and digital video recording.
Role of the researcher. Because research is necessarily subjective to a variety
of forces (i.e., such as politics, power, and positioning), the role of the researcher is
never a neutral one. First, the choice to conduct particular kinds of research using
particular approaches and methodologies reAects a particular researcher s biases,
beliefs, and hopes for future understandings (Lather 1991). Next, my role as a researcher positioned my relationship to each of the participants in a unique way.
While I strived to obtain genuine participant-generated data, my biases, beliefs,
positions, and relationships with each of the participants may have inAuenced their
choices as to when and how to participate, discuss or respond. For example, I hoped
that the interviews would generate data that contributed to an emic perspective
that showcased the participants motivating conceptions. I tried to construct as
emic of a description as I possibly could, knowing that the generation of such a
perspective would necessarily be tinted with interpretations stemming from my
role as a researcher.
Fontana and Frey (2000) state that interviews are not neutral tools of data
gathering but active interactions between two (or more) people leading to negotiated,
contextually based results (p. 646). Although Istrove to relate participant conceptions
as clearly and impartially as possible, I understood that my interpretations and biases
were written into the narrative to some extent. However, being constantly aware
of this probability alerted me to consistently identify my role as a social researcher
and to minimize the incorporation of my inAuences in the construction of the emic
descriptions. Istrove to locate myself in relation to the research, rather than to erase
myself from it. In shaping the role of a postmodern-minded, yet materially-situated
engaged observer, Istrove to remain aware of the ways in which I would be written
into the narrative and accepted these ways as partially constituting the texture of
the study's results.
Qualitative interviews. When qualitative interviews are meticulously developed, they can provide opportunities for participants to express their perceptions
in their own words, without having to fit their knowledge and experiences into re1

1

126

THE PRACTICAL SCIENCE OF SOCIETY

searcher created categories. The questions and prompts I developed for the orienting interviews were scaffolded upon individual participant responses to earlier online prompts. I hoped that by incorporating themes embedded in the participants'
first thoughts, the participants themselves might necessarily build on top of (and
beyond) their initial responses during the orienting interviews. The stimulated-recall
interviews were dependent on the participants'. prompts responses, the orienting
interviews, and the digital video data that was collected. This necessitated that each
of these tools were well-thought out both independently and interdependently
with regards to the research questions. The digital video served as both a past remembrance and a new stimulus for the participants to interact with. Participants
were actively engaged during the stimulated-recall process. They shaped the data
that was collected from these interviews because they were given the power to
play, pause, rewind, or stop the video during discussion of the clip and protocol
questions. The combination of qualitative interview and digital video yielded very
introspective data with regards to participant conceptions of technology as well as
of their own learning processes. It forced participants to make transparent the motives of their speech and activities during group work. It encouraged a deeper, more
substantial reAection of interpersonal and intrapersonal processes. It facilitated a
more emic analysis of behavior/speech as explained by the individuals themselves,
rather than as deduced from a researcher,s observations.
Digital video data. During the questioning-collecting-recording-interpretinganalyzing cyclical process, Ifound that working with the digital video data (in combination with the other data collected and processes used) in this research was a task
that required a rather particular (and persevering) degree of scholarly commitment.
As I neared the end of data collection and the remaining cycles of analysis, I realized
that I had viewed the video corpus nearly five times. I was intimately familiar with
the entirety of the footage, having transcribed it verbatim, having kept extremely
detailed notes, having cannibalized and categorized the video in a variety of ways.
I'll admit, interaction with the corpus in this manner was intensely time consuming
and not trouble-free. For example, the following logistical issues were regular concerns: finding blocks of uninterrupted time to work with the video, finding better
digital storage equipment and capabilities for large video files, finding inexpensive
(but Aexible) ways to back-up and retrieve hours of video data. I also struggled with
questions about objectivity, my role as a researcher and the reliability of the conclusions I was drawing.
However, I found that my understanding of the scope of participants' behaviors, actions, and reactions had either improved or had somehow been enhanced.
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I could pick out nuances. I could fill in the blanks. For example, when a student referred to some thing without naming it, I knew what they were referring to because
I had viewed other videos of their group interaction and could follow the development of their group identity/topics/discussion. I also noticed new interactions, moments, and gestures that I hadn't noticed during my initial viewings. I do not know
that Iwould have noticed these interactions if I hadn~t already been familiar with the
more ostentatious moments that occurred at approximately the same time and
which I had already earmarked with possible coding themes. Regular reviewing of
the video corpus allowed these more obvious moments to temporarily recede and
more subtle events to emerge. My analytical processes were similarly freed from focusing on the bright neon event and could better re-examine these overshadowed
interactions and underlying currents. The intense scrutiny of the entire data corpus
helped me truly understand in a very visceral (and less academic way) what qualitative methodologies mean when they use terms like thick description or rich data.
This type of thick and earnest examination helped me arrive at very specific analysis
of participants' conceptions of technology. It also helped me find perspective for the
research as a whole because I could place the significance of individual moments
within the layout of a larger framework, rather than categorize them as isolated
moments in a continuum that happened to have something in common. As the
research progressed, it became somewhat easier to identify significant moments (in
terms of my research objectives), because I could weigh different moments against
my understanding of the entire data corpus. To verify my suppositions, I cross-referenced my initial codes with later codes in order to yield categories that not only had
the greatest frequencies of particular codes within individual data sources, but additionally had the greatest frequencies across all individual participant data sources.
In addition, I did this for each participant individually in order to arrive at the most
clear and emic understandings possible.
Perhaps for some readers, these reAections seem rather unsurprising. Certainly, many qualitative researchers work in such in-depth ways, patiently requisitioning,
reviewing, and reanalyzing hours of data ... and reaping the benefits of fishing around
in that knee-deep, thick, rich murk (I mean, work). For smaller qualitative studies, it
would almost appear negligent on the researcher's part if they did not seriously apply such processes. But would this approach be feasible for larger research projects
with more hours of video? Larger qualitative studies generally hire help to organize
and code data so that the principal researcher(s) can review the findings and arrive at a theoretically-informed, final analysis. I am not saying that hiring out is a
somehow a less authentic or qualitatively-impoverished practice. As more studies
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than I care to list here would attest to, collaboration can be extremely beneficial in
a variety of ways. Perhaps in a larger study, a video point person (for lack of a better
term) or a video point team (for very large studies) would be responsible for 'knowing' the corpus in order to help the principal researcher(s) reach a more detailed
analysis of their sum data. However, I am saying that my experiences with in-depth
qualitative collection and analysis of digital data ~aught me more about my research,
my participants, and myself than I thought possible. I learned from this research that
being detail-oriented and devoted to qualitative work in such a way that it perhaps
takes more time than it should was the most telling and informative part of my
entire research process. I learned to critically reflect on both the processes and the
data in ways that gave my work integrity and my role as a researcher authenticity.
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Development of Combined Research Models

The following contribution will show models which have emerged as a
result of the development of sociological and humanistic research in the field of
epistemological, ontological and methodological presumptions on which so called
paradigmatic relativism is based. Focus of interest which led to this article are combined research approaches, forms and possibilities of research execution, including
quantitative and qualitative methodological starting-points.
Researching in the field of social and humanistic studies tends towards more
integrated methodological approach, which should be focused on the needs of
a particular researcher and research group regarding combining methods during
the research process. Tashakkori and Teddlie point out that a part of this methodological integration encompasses greater accuracy of the language, which is used
for denoting multiple methods. A beginner in such researching faces amazing multitude of terms in the field of social research: monomethods (quantitative, as well
as quantitative, with all variant forms), multiple methods, mixed methods, multimethodological researching, triangulation of methods, methodological mixes etc.
(Tashakkori and Teddlie 1998, p. 14). This paper will predominantly use the terms
monomethods and combined methods, which are more precisely discussed by the
authors in their book, the latter being the basis of our summarisation as well as
presentation of majority of models of combined studies. We shall at the same time
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try to present applicability of multi-methodological approaches in the case of action researches.
From the period of 'paradigm war' towards 'compatibility
thesis'

The development went from application of one basic research method towards application of various methods. Tra nsition took place after the end of 'war
of paradigms era' which was followed by the period of 'compatibility thesis' and
paradigmatic relativism.
The path of development from combined methods towards combined research models encompassed the consideration of differences in the method itself as
well as consideration of differences in all phases of the research process. The question of linking epistemology and methodology during the debate on paradigm was
essential for understanding of the way of inAuence of paradigmatic orientation on
other phases of a research process (forming a problem) study models, analysis and
interpretation of the data ... ) due to the fact that the emerging of multiple methods
was considered solely as a matter of methodology.
The basic question relating the application of linking paradigm with method
and its inAuence on other phases of a research process was raised by Creswell (1994):
The most efficient use of both paradigms (qualitative as well as quantitative - added
by}. M.) would suggest another step toward combining designs: Can aspects of the
design process other than methods such as the introduction to a study, the literature and theor)li the purpose statement and research questions - also be drawn
from different paradigms in a single study? (Ibid. p. 176). The answer to that question
has) by all means) to be affirmative if one wishes to discuss the connection of two
paradigms. In the opposite case one of the paradigms (qualitative or quantitative) is
bound to prevail leaving the other one just enough space to intrude only in the field
of data collecting methods and thus leaving all the other segments of a research
going on by the principles of the prevailing paradigm. This fact was also supported
by Creswell) who mentioned several cases in his book to present ways of using df
ferent paradigms and scientist's views in order to fruitfully employ them in all phases
of research process.
Similar view has also been developed by Brewer and Hunter (2006)) who see
the application of multi-methodological approach in all phases of a research) not
merely in the phase of measuring and data collection. They state that: the decision
to adopt a multimethod approach to measurement affects not only measurement
but all stages of research. Indeed multiple measurement is often introduced explic1
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it/y to solve problems at other stages of the research process ... These wider effects ...
of .. multimethod tactics need to be examined in detail, including the new challenges
that the use of multiple methods poses for data analysis, for writing and evaluating
research articles for publication, and for doing research in an ethical manner (Ibid. p.
9). lhe methods of measuring and data collecting in the first place have indirectly
led to the evolutionary move from emergence of c9mbined methods towards introduction of combined studies. lhis leap has actually been the hardest, considering
the fact that a researcher is always committed to value one of the paradigms and
that the greatest differences reveal themselves in a series of beliefs and convictions
on the nature of reality and human cognizance. lhis question will undoubtedly be
easier to solve where a research is undertaken by a group of scientists, who, per
se, belong to different groups according to their orientation (more qualitative or
quantitative and positivistic or constructivist), but will nevertheless search for the
solution of the problem by reaching mutual consensus and thus paving the way for
greater plurality of proceedings and results. In the case of a research which is undertaken by a single researcher, the problem of applying both paradigmatic approaches
is probably more complicated due to exact reasons, which have been mentioned,
although it is not completely excluded, especially in the phases of measurement and
data processing.
Evolution process leading towards more frequent applications of combined
methods and combined researches has even sped up in the last thirty years due
to introduction of numerous new methodological tools, fast development of new
technologies, which all enable easier and faster access and application of these
methodological tools. Important source of fast development of combined methods and researches with combined models is also advanced communication within
sociological and humanistic sciences which leads toward greater amount of interdisciplinary connection.

Classification of research studies
lhree major types of researches, which were summarized on the basis of
evolution review from mono-methods to combined study methods by Tashakkory
and Teddlie (Tashakkory and Teddlie 1998, pp. 17-19), will be presented in the following.

Monomethod Studies
Mono-methodological researches are carried out by so called purists, who
operate exclusively within one of the prevailing paradigms. Most of the recent re-
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searches lead us to the conclusion that the Era of the Purists has been surpassed and
that such researches are fading out.

Mixed Method Studies
Such researches incorporate qualitative as well as quantitative approaches in
research methodology of a particular research or a research with multiple phases.
Creswell (1994) defined four models of combined methods:
• Sequential studies: a researcher firstly performs a qualitative phase of a
research and after that a quantitative one or vice versa. Both phases are
separated.

• Parallel/ simultaneous: A researcher carries out a qualitative and a quantitative phase at the same time.
• Equivalent status design: a researcher uses qualitative and quantitative
approach approximately equally in relation to the understanding of a
phenomenon which is being researched.
• Dominant/ less dominant studies: a researcher executes a research within
a single dominant paradigm with a small component of the overall study
drawn from an alternative design (Ibid. p. 177-183).
Tashakkori in Teddlie added to those four types of combined models a fifth
one:

• Designs with multilevel use of approaches: researchers use different types
of methods on different levels of data analysis. The data can be analyzed,
for example quantitatively on the level of a particular student, qualitatively
on the level of a class, qualitatively on the level of a school and qualitatively
on the level of a county (Tashakkori and Teddlie 1998, p. 18).

Mixed Model Studies
Researches, which can be found under the term combined methodological
models were defined by Creswell, who described them as follows: This design represents the highest degree of mixing paradigms ... The researcher would mix aspects
of the qualitative and quantitative paradigm at all or many... steps (Creswell, p.
177-178). The definition of mixed model studies set by Tashakkori and Teddlie is a
bit different. They claim that these are studies that are products of the pragmatist
paradigm and that combine the qualitative and quantitative approaches within dif
ferent phases of the research process (Tashakkori and Teddlie 1998, p. 19).
Compared to models of combined methods, which are directed more to the
application of different methods of measuring and gathering the data, giving less
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attention on other phases of a research process, combined models give more attention on other phases, such as a formulation of the researched problem, forming and
verifying a theory, sampling, analysis and interpretation of the data. It is essential that
in the researches, where combined methods are involved, under the term method
one should understand the method of data collecting and not the research method
in the sense of reaching different cognitive levels of. the researched field. When we
discuss the combined research models we should have in mind the methodological
combination of research methods in all phases of a research process.
P. Mayring has also tried to support a request for connecting quantitative and
qualitative research by a survey of concrete models, denying at the same time the
possibility of describing them as a contrariety (Mayring 2001, 9.§). Namely:
Technical level of integration is represented by pieces of software, which have
been recommended for the last twenty years for use as a support for qualitative
research. The point is that qualitative research often involves enormous amount of
materials. The decisive factor regarding these pieces of software is that a computer
does not evaluate (analyze) but only supports analytical steps, which are eased and
documented.
Regarding the data level, it is mainly the case of forming categories with the
help of qualitative content analysis. It is important to know that these categories, after
being founded, can also be statistically processed. One can determine the frequency
of emergence of the categories within a material, add simple ordinal level systems
(high, medium, low), calculate a measure of central tendency ... When dealing with
a system of categories the first step consists of qualitative analysis, the second of
quantitative procedures, which are in the third step qualitatively interpreted.
On the level of participants in a research qualitative researches mostly deal
with analyses of particular cases. Such analyses are regarded as the ideal of qualitative researching as they give us comprehensive view of a subject and enable us to
describe complex relationship between an individual and their environment. The
problem, which emerges at this stage, is the question of generalization of the results of such analyses. Mayring (Ibid., 20.§) sees the solution in gradual widening of
the basis of a problem during our study of comparable cases. Different strategies
are possible here: inclusion of especially frequently appearing cases, confronting
extreme cases or precise analysis of theoretical cases. The level of a particular case
is thus surpassed and for the purpose of generalization the base of studied cases
expanded. Such a way enables integration of qualitative and quantitative procedure
on the level of participants - researchees.
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On the level of models Mayring's typology is the closest to the one by Tashakkory and Teddlie, since it deals with combinational models. He claims that even
stronger integration of qualitative and quantitative procedures lies in understanding
of both types of analysis as procedural steps in a superior research model. Such
combination of qualitative and quantitative analysis can lead to thinking of different
models (Mayring 2001):
• The first possibility of integration is represented by models of previous
studies which are, in continuation, actually a case of classical variation of
quantitatively oriented research procedure although in a phase of previous study with qualitative steps of analysis hypotheses are being reached.
During further phases these hypotheses are evaluated by quantitative
procedures.
• The second possibility of combining quantitative and qualitative procedures is represented by a model of generalization, where qualitative
elements have greater role and significance. Firstly, the whole qualitative
research is carried out, which is also analyzed and evaluated and then
not earlier than in the second step quantitative techniques which enable
generalization of the results take place.
• The third possibility of integration is seen in so called model of absorbing.
The procedure is reverse here. Concluded quantitative research is continued by quantitative analyses. The results are therefore better interpreted
and lead to explaining of found causal connections.
• The fourth model of connecting qualitative and quantitative ·procedures
is a triangulation model. This is the most complex intertwining of qualitative and quantitative procedures in a research process. A particular problem is being dealt with from different positions and views with different
methods at the same time being not important to determine which approach is providing the best results. The results should be mutually supported, a cross-section of particular results representing the final result
(Mayring 2002, p. 147-148). Within a frame of qualitative researching, the
triangulation model is used as a central criterion for quality, where one
does not expect to derive the truth from searching within a cross-section
of analytical perspectives, but to gradually expand cognizance by mutual
comparison of different approaches.
If we return to the fifth level of possibility of combining the quantitative and
the qualitative, we shall see that Mayring founds it on the level of common research
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logic (Mayring 2001, 26.§). Overcoming frequently criticized contradiction will only
be successful if common research logic is formed for both traditions. Mayring does
not explicitly put a claim for paradigmatic relativism here, but he can be understood
in the sense of digressing from dichotomy logic of both approaches to nearing. It
is not a case of new research logic or paradigm but rather a quest for common
grounds for executing a research, which will provide.the best results.
Applicability of methodological approaches on an example
of action researches
When comparing both presentations of combined methodological approaches (Tashakkori and Teddlie's 1998 in Mayring's 2001), we will see that both
presentations regard simultaneous application of both approaches in all phases
of a research process - from forming a research problem and questions, through
collecting and processing data to final analysis and interpretation - as the highest achievement in combining qualitative and quantitative research. Going through
the contents of research logic, one can't really separate qualitative and quantitative
approach to research. Quantitative researches are more precise, explicit and predetermined, supposing that adequate variables can be identified in advance and are
validly measured. Immediate orientation towards variables reduces possible disturbance, enables distinction and speeds up dense analysis. Qualitative researches are
aimed at more open, temporary questions, on gathering data, which is above all
aimed at open interviews and observation. There are less beforehand suppositions,
including (non)determining relevant variables, which makes qualitative research
more open, directed towards the context of action and aim as well as describing
and judging by all participants.
Regardless of a fact that it is a matter of two different methodologies, their
cognitions amalgamate. As seen in presented models, quantitative data for example
come out as components of qualitative interpretations although they are frequently
hidden behind a wide data processing. On the other side, qualitative cognitions
tied to a local context are essential for reaching authentic alternative interpretations.
Furthermore, on the level of conclusions and resolutions each conceptual theory
or hypothesis supposes some qualitative conviction, which has an inevitable role
in forming conclusions. The latter depend on actual relations which means that all
research approaches are based on common sense, previous experience and logic of
researched situation.
It may happen that both approaches are used in a research, quantitative as
well as qualitative, but in a final analysis the results are significantly different. Using,
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for example, two different instruments for data gathering, we may find out that
results of a questionnaire are different (or even diametrallly opposite) from results of
open interview. It is up to a researcher to determine the cause of discrepancy. Was
the first instrument precise enough in measuring? Was an interview perhaps biased
due to our presentation, analysis or interpretation of answers? Combination of both
approaches frequently shows complexity and di~ersity of researched field and it is
the possibility of conAict between partial results and the search for causes which
provides a basis for more integrated and deeper final analyses.
Methodology of action research does not contain rigidly directed methodological rules and is actually quite loose in its basis. It runs in spiral circles between
action and reAexion, offering enough space for application of quantitative procedures on all levels. With such connection, action research projects gain in transparency and methodological sharpness. Instrumental/technical character of research
strategies is more strongly underlined, although it can lead to new dangers, if strict
quantitative methodological principles are exceedingly followed (especially when
interaction between a researcher and a researchee is involved). Action research
gains by incorporating quantitative steps on intersubjectivity and authenticability
and, above all, in generalization of results. All this provides arguments against objec:tions of insufficient scientific character, which are still present among supporters of
quantitative paradigm.

Conclusion
In contemporary expert and scientific literature one could hardly find prescribed models and precisely defined procedures of carrying out phases of a research
for combining quantitative and qualitative approach. Presented and described
models represent possibilities which are offered by such type of research, although a
choice of a measure, quality and mode of research with combined approaches is left
to a researcher's or a research team's decision. Regarding combining research models
clear presentation of which phases, mode of application of different procedures
as well as reached level is required, especially in a plan of a research. Without such
precise definition results of a research can be diluted and lack in transparency and
methodological sharpness.
Empirical researches, which in our country deal with problems in the field
of education, are mainly quantitative, follow strict research phases from forming
research questions and hypotheses to application of standardized instruments or
instruments, which encompass variables stated in questions and hypotheses. Data
are statistically processed with exacting procedures, which enable generalization;
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gathered samples possess great level of representativity. Application of quantitative
and qualitative research approach, which are equally represented in all phases of
research process, is rarely met. Most combined researches are limited on applying
qualitative techniques and data gathering methods, which represent additional
source in a database. Fast development of qualitative methodology has even inAuenced our researchers to find researches, which are denned as qualitative studies of
a case, action researches etc., but they are rarely executed in a form of combined
studies, i.e. supplemented with a quantitative approach.
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Parallaxic Praxis: An Artful Interdisciplinary
Collaborative Research Methodology1

This paper explains the collaborative research methodology Para!laxic Praxis.
Parallax is the apparent change of location of an object against a background due
to a change in observer position or perspective shift. The concept of parallax (Figure
1) encourages researchers to acknowledge and value the power of their own and
their audience's shifting subjectivities and situatedness which directly inAuence the
constructs of perception, interpretation, and learning. Praxis refers to action and
activity. Thus, Parallaxic Praxis is concerned with gaining multi-perspectives through
engaged activity and action.
Parallaxic Praxis is based on a researching, teaching and learning design model which is grounded in holistic arts-integrated inquiry. Parallaxic Praxis supports
personal meaning-making as knowledge production. In the example which follows}
researchers work with content through various avenues utilizing mediums such
as video production, art making, poetry, plays, and other artful endeavors. They
utilize the arts in order to create renderings of understandings of content such as
interview transcripts. The product then becomes a medium to share, engage, and
provoke further learning through Socratic conversation. The model encourages the
1 Please Note: Explanations of this methodology have been previously documented in: Methamphetamine addiction and recovery: Poetic inquiry to feel (P. Sameshima & R. Vandermause, in
press); Integrating TPACK in pre-service education: Frameworks for promoting inclusive educational
practice (M. Marino, P. Sameshima & C. Beecher, in review); and To Soma Heliakon: Encountering
teacher-researcher-learning in the 21st century (P. Sameshima & A Sinner, in review)
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Distant background

Figure 1. http://en.wikipedia.org/wiki/Parallax

researcher to not only engage with the content in a personal artful or representative
way; when interpretations are presented alongside other representations, systems of
analysis and interactions in the hybrid nexus spaces can be discussed. The rendering
of content through new lenses affords the audience to think more critically about
the content from personal meaning-making perspectives.
The Parallaxic Praxis method of meaning-generation produces an artifact,
which can then spur further learning in others. A simplified common process of
Parallaxic Praxis is to take statistical data and create a graph. Once rendered, learners

Figure 2. Parallaxic Praxis design for Methamphetamine Addiction and Recovery Project
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can better analyze the data content. Figure 2 illustrates the progression of content
fractalled through artful knowledge generation (in the analysis section). This space
facilitates dialogue and the juxtaposition of the interstices of research discourses as
described in the research paradigm design in Figure 4.
It is important to note that Parallaxic Praxis cannot be reinstituted by any
research team for any research project. The design .must be specifically created for
each project based on the expertise of the team members. Also note that data
collection sources may not necessarily be interview transcripts. The data could be
multiple types of content. The model is always contextualized to the particular
team and project.
Skilled in each of their respective fields, researchers use the authority, integrity, and expertise of their backgrounds to guide their interpretations and research.
The team juxtaposes and presents individual and collaborative artful interpretations next to each other to develop new, greater, and deeper understandings. By
studying the hybrid spaces of coupled interpretive systems, complex patterns are
revealed which are not evident when researched separately. These ways of thinking
rest in the vein of conceptual models followed by archeologists such as Timothy
Kohler, Washington State University's Regents Professor, who studies the interactions between natural and human systems. Kohler's work focuses on understanding
the causes for changes in settlement systems in southwestern Colorado by looking
at changes in the environment and how these changes may have affected human
settlement behavior. Without looking at the systems side by side, understandings of
"why" settlement behavior changed over time is not possible.
Research Design
Compare the following two models of research design. The first (Figure 3) depicts a traditional research model which begins with a hypothesis and closes with an
answer. The second (Figure 4) is the Parallaxic Praxis paradigm model. The research
is initiated with questions. Data is collected and interpreted by a collaborative team
with the focus on analysis of the nexus spaces between researchers' interpretations
and systems for meaning-making. The confluence of interpretations creates novel
understandings which provokes new questions, generates new knowledge, and
presses new thinking. This model has grown out of a number of research models
but is specifically grounded by a pedagogy of parallax (Sameshima, 2007)-that all
knowledge, learning, and understanding is incomplete and that only through multiperspectives, and in this case, multi-researcher discourse and systems of representation, can fuller personal understanding be had.
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Hypothesis
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proven-research
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Figure 3. Traditional Research Design.

New questions

Questions

New thinking
Figure 4. Parallaxic Praxis Paradigm Design

Curricular Perspectives

This project employs perspectives supported by the Interdisciplinary Studies
Project based at Harvard Graduate School of Education which includes the work
of Boix Mansilla (2004), Dillon (2001), Nikitina (2002), and Miller (2005). Specifically,
researchers utilize the approaches of a Pedagogy of Parallax (Sameshima, 2007, 2008)
which support Bakhtin's (1986) notion of heteroglossia which refers to the inclusion of all conAicting voices as having value. This type of research further validates
Denzin's view that postmodern ethnography values and privileges the authority
and voice of the reader and thus changes the role and authority of the researcher as
meaning maker and theorizer (1997, p. 36).
The team supports the understanding that curriculum is the site on which
the generations struggle to define themselves and the world, [that] curriculum is an
extraordinarily complicated conversation (Pinar et al., 1995, p. 848), and that curriculum [refers] to educational courses of action that facilitate human 'growth' [that are]
so complex that [they] cannot be studied though any particular theoretical perspective (Henderson & Slattery, 2004, p. 3). Schwab (1969) believed that the curriculum
field is both theoretical and practical and must be approached eclectically. So the
team purposefully (re)searches in multi-layered and seemingly unrelated ways, seeking connections off charted courses (see Sameshima, 2007).
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In playing out the hermeneutic interview transcripts or engaging with the
participant through arts practices, multi-genre narrative texts and visual art, or
music, performance, or movement; a complicated and complex conversation is
created; and through this shifting and sifting (Aoki, 1996) and agitation of reciprocality, reversibility, resonance, reverberation, and echo, within and between forms
and mediums, the unarticulated becomes articulated, seen, marked, and visible (see
Springgay, Irwin, & Wilson l<ind, 2005; Jones, 1998; Pollock, 1998; Sumara & Lucel<apler, 1993). Artful research is the act of focusing the camera lens to still a moment
in time for others to see an iteration, to make the consciousness visible for others to
interrogate, judge, and edit (see Sameshima, 2007).

Grounding
Multiple methods and arts-based educational research shape and guide this
complementary interpretive method. Lawrence-Lightfoot and Davis (1997) describe
how portraitists in various disciplines have illuminated ideas and understandings
that complement and extend other methods of inquiry. (see Appenzeller, Amm &
Jones, 2004; Davis, Soep, Maira, Remba, & Putnoi, 1993; Harding, 2005; LawrenceLightfoot, 1983, 1994; Newton, 2005). Other methods used to shape and guide this
model stem from participatory research (Small, 1995), hermeneutic phenomenology (Benner, 1994; Diekelmann, 1992; Diekelmann & Magnussen Ironside, 1998;
Grondin, 1995), narrative inquiry (Clandinin, 2007; Connelly & Clandinin 1990, 1994;
Leggo, 2008; Richardson & St. Pierre, 2005), arts-informed research (Cole & l<nowles,
2001a, 2001b; Sameshima, 2007), a/r/tography (Irwin, 2004; Springgay, Irwin, Leggo
& Gouzouasis, 2008, Sameshima, 2007), and poetic inquiry (Prendergast, Leggo &
Sameshima, in press; Sameshima, Vandermause & Chalmers with Gabriel, in press).
The complexity of voice, experience, and interpretation can be distilled using
innovative and thoughtful interpretive approaches to inquiry. It is via such methods
that issues often held in shadow are examined and new approaches to understanding matters in social science research are conceptualized. Methods such as those
described here are necessary to explore some aspects of research that cannot be
fully addressed by empirical/analytic methods alone.

Example: A Case Study of a Methamphetamine Addict in Recovery
This methamphetamine addiction and recovery curriculum development
project brings together the expertise, experience, and discourse of six disciplines
including nursing, education, and various fine arts experts. The goals of this project
are threefold: 1) to better understand methamphetamine addiction struggles and
recovery possibilities; 2) to develop thought provoking information for educational
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programs in schools and public venues; and 3) to design collaborative methodologies that inform research practice in new ways.
Using multiple perspective paradigms to study the life history of a recovered
methamphetamine addict, the transdisciplinary researchers seek to share a full experience of one life through arts-infused education based on the curricular premise
that access to embodied learning and educatiori will support community assisted
prevention and recovery.

Starting to Sell

Transcript 1:1-85

the Christmas lights were Aickering
I was remembering all the warm things
even though my fingers were freezing
and my core was still, like a block of ice
Jake looked the same, the way I loved him
his body always inviting, radiating heat
only I had to put aside my pride
I had the kids to worry about
hopefully he'd take them
on Christmas
1

but he didn t
he went out with his girl
and left us in the apartment
with no fridge, nothing to eat
I should never have come back
why did I come?
a year and a half of not seeing them
and he didn t even care
he never cared
1

6 months before I remember stopping

and telling myself I was living
in an 89 Hyundai with two teenagers
no where to go, no money and no job
no job skills and feeling sick
1
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Sophia asked if I wanted crank
I didn t know what it was
but I needed something
1

It felt so good
only now and again
when I wanted to
not like Iwas addicted
kept me up at night
so I didn t have to
ftnd a place to sleep
11d take the kids places to sleep
and take off
1

we left Jake after only 3 days
I picked up my welfare check and
knew I needed some fast money
I could sell better than the people who
were doing it
not like I was pushing it on anyone
they were all my friends
I needed to make money fast
for my kids
Perspectives

Considered to be one of the most dangerous drugs of abuse, methamphetamine is spreading across the country with alarming devastation to persons and
communities. Understanding the experience of addiction and recovery is critical.
This project documents and interprets the addiction struggles and laborious path
to recovery experienced by a female recovered addict. By looking intensely from
multiple perspectives at the stories of the key participant, the team hopes to develop broader understandings that capture the full range of one experience of addiction and recovery.
Inquiry

Through in-depth analysis of the experiences of a key female informant, collaborating scholars in the sciences and humanities design models of interpretive
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analysis. The models explicate a method of multidisciplinary analysis and elicit the
perspectives of students, community members, school personnel, and social and
professional group members. The collaborative project is based on the assumption
that artistic expressions enrich understandings, raise questions, and evoke responses
that can complement narrative or linear expressions and enhance the applicability
and usefulness of findings.
The great ramifications of addiction, including homelessness, incarceration,
violence, financial ruin, and personal loss, along with the experience of recovery, are
rendered in various forms using the arts as a vehicle of knowledge analysis, prodU<:
tion, and dissemination. Intensive, iterative analyses of a series of audiotaped, transcribed interviews guide the team in creating narrative, visual, poetic, dramatic, and
musical representations which are juxtaposed with scientific literature and social
implications to view addiction in new light.
Results of this research can be used to raise awareness among diverse communities of scientists, students, civic leaders, health care professionals, and people
struggling with addictions; and to illuminate the needs for personal, social and
educational change. Research dissemination includes gallery art shows, interactive
community exhibitions, plays, videos, and literature including papers, books, and
pamplets. From the interpretation of these data, education and strateties can be
tested and applied to prevention and intervention efforts to complement the growing body of work dedicated to addiction and recovery. Our collaborative interpretive methodology can also be applied to other highly contextual and recalcitrant
social problems.
Educational or Scientific Significance

Methamphetamine addiction has stormed the culture arid threatens the
health of individuals, families, and communities. In 2002-2005, an estimated 1.4 million persons (0.6% of the population) aged 12 or older used methamphetamine
in the US alone; this includes 6.2% of high school seniors who have tried the drug
(SAMHSA, 2006). It is a pernicious, and devastating form of chemical addiction that
has severe psychological, physical, social, and environmental effects (Gettig, Grady,
& Nowosadzka, 2006; Lineberry & Bostwick, 2006; Tanne, 2006). The expanding
popularity of the drug across the country and exponential increases in methamphetamine related healthcare admissions (Lineberry & Bostwick, 2006) have rallied
stakeholders in healthcare, law, politics, education, social work, environmental services, and in the public domain. Researchers have become attentive to studying the
short and long term cognitive effects of the drug (Johanson et al., 2006) and there
is progressive work in the area of treatment for methamphetamine users, including
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pharmacological and behavioral interventions (Heinzerling et al., 2006; Roll, 2007;
Shoptaw et al., 2006). While the threat of this phenomenon is alarming, the healthcare literature does not adequately address the processes, practices, and perceptions
of those who undergo the painful experience of methamphetamine addiction and
recovery.
Those caught in the culture of methamphetamine addiction suffer intense
physical, emotional, and lifestyle loss, including homelessness, incarceration, violence, financial ruin, and deep personal loss (Barr et al., 2006; Maxwell, 2006; Volkow
et al., 2003). Women, particularly, experience stigmatizing attitudes or indifference
on the part of care providers, policy makers and public stakeholders. Issues related
to healthcare access, criminal justice system processes, and the needs of children
complicate the medical condition and the approach providers take in addressing or
not addressing the problem.
Methamphetamine addiction is a concern to citizens and communities. Prevention and education programs on addiction are most successful when they involve multiple, collaborating community groups (Carmona & Stewart, 1996; Durlak,
1997; Johnson et al., 1990; Reiss & Price, 1996). It is important that an understanding
of the addiction and recovery experiences be understood in new and compelling
ways. We need to attract the attention of students, addicts, parents, policy makers,
school personnel, as well as health care providers and therapists. Such attention is
needed to inspire prevention and treatment efforts currently lacking or insufficient
in relieving the suffering of individuals, families and communities related to this addiction.
Through this project, we expect to make a positive impact on addictions
research and demonstrate the power of interpretive methodologies in research and
education scholarship.
Members of the full research team in this example (listed alphabetically)
include: Stephen Chalmers (photography), Gabriel (participant), Laurilyn Harris
(theatre), Sheila Kearney-Converse (music), Linda Kittell (creative writing), Pauline
Sameshima (education), and Roxanne Vandermause (nursing). For a detailed look
at the intersections between heurmenutic analyis, photography inquiry, and poetic
inquiry, please see Climbing the Ladder with Gabriel: A Methamphetamine Addict
in Recovery (Sense Publishers) by Pauline Sameshima, Roxanne Vandermause, and
Stephen Chalmers with Gabriel.
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Comparative Analysis Between Affect
and Attitudes Towards Refugees, In-group,
Turks, Roma and Other Ethnoses,
Held by Bulgarian Children

Introduction

Bulgaria, as a part of the old continent of Europe, and because of its crossroad
situation on the Balkan Peninsula, is a variegated, parti-coloured mosaic of various
ethnoses, languages and their cultures. In the world we live in, the ethnic diversity
becomes increasingly a norm, a rule, and not an exception. It is a natural and legislatively legitimised reality. We live in a society of the different - it is necessary that
people different in their ideas, religion, ethnicity, language, culture co-exist, sharing
one and the same territory.
At the same time, it is an undeniable fact that the acts of racism and xenophobia, the manifestations of prejudices and stereotypes on ethnic basis, which are
a topical social and psychological problem on a national scale, have not disappeared.
The everyday life shows us that prejudices may take various forms, from most clearly
expressed, rough and categorical, many of which are typical of childhood, to most
soft or concealed, masked, more typical of adolescence and the period of adultness.
It is an indisputable fact, howeveri that the manifestations of prejudices and stereotypes on ethnic basis are a topical social, psychological and pedagogical problem, on
a world and national scale.
This problem takes an important position in the development of society in
a country where the memory of 5 centuries of Ottoman rule is irrevocably present
in the collective ideas; where Turkish minority is numerous and has some weight in
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the social life; where the composition of population changes often by various waves
of emigrants, immigrants, and refugees.
It is a fact that in a small country at the crossroads, like Bulgaria, refugees
from more than 70 countries from Europe, Asia, Africa - Afghanistan, Iraq, Armenia, Serbia, Montenegro, Iran, Nigeria, Algeria, Sudan, Bangladesh, Ethiopia, Somalia,
Pakistan, Syria, Lebanon, Russia, etc., have sougQt asylum in the last 10 years. The
problem increases its relevance for the country because, after its accession to the EU
in the year 2007, it is one of its external borders and provides its security.
The problem of refugee children is a new one for the social sciences in Bulgaria. In the last decade, the rapid development of the pedagogical and social activities with refugee children in our country is a fact mainly due to the activity of the
Representation of the UN High Commissioner for Refugees in Bulgaria, the State
Agency for Refugees, non-governmental organisations, such as the Bulgarian Red
Cross, Caritas, etc. (Chavdarova-Kostova 2004). So far, however, the social sciences
as if did not pay attention to that phenomenon new to the modern Bulgarian reality. There is no specialised pedagogical and psychological literature on the matter,
no special empirical surveys have been conducted. This motivates the necessity of
conducting this survey.
Legal regulation and history of refugee protection in Bulgaria

In 1993, the National Assembly of the Republic of Bulgaria ratified the 1951
United Nations Convention Relating to the Status of Refugees and the 1967 Protocol to it. As a state that has signed those international legal documents, Bulgaria
recognises the right to seek protection to persons who have just fears of persecution
for reasons of race, religion, nationality, belonging to a certain social group, or political
convictions and for those reasons are outside the country whose citizens they are. To
realise and guarantee that right of foreigners, in 1992, the National Bureau ofTerritorial Refuge and Refugees was created with and act of the Council of Ministers and
thereby the beginning of building a national system for asylum was set.
In 1999, the first law governing the matters related to giving protection to
foreigners was adopted. In 2002, the presently operative Law on Asylum and Refugees (State Gazette, issue 54/31.05.2002) was adopted. It reflects the contemporary
international and European standards in the field of proceedings for giving protection, admission and integration of refugees.
The main specialised state body that performs all actions related to conducting the proceedings for giving protection, accommodation and care of refugees
during the proceedings is the State Agency for Refugees (SAR) at the Council of
Ministers. The territorial divisions of SAR are the two registration and admission
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centres for refugees in Sofia and the village of Banya, Nova Zagora, and the integration centre in Sofia, which performs various activities to facilitate the adaptation
and integration of refugees for the conditions in the Bulgarian society.
In pursuance of the provisions of the Law on Asylum and Refugees, for the
refugees who are in the proceedings for granting a status, the State Agency for Refugees provides accommodation in admission centre?, food or funds for food, health
insurance, additional social assistance, training in Bulgarian language and vocational
qualification, etc. Upon completion of the legal procedure, SAR stops accommodation of and assistance to foreigners with a granted refugee or humanitarian status
because they acquire rights in the field of employment, social assistance, acquisition of education, etc., which are commensurable with the rights of the Bulgarian
citizens. Those rights are governed by the Law on Asylum and Refugees and other
laws and by-laws.
The experience of specialised governmental and non-governmental organisations working in the field of protection of and assistance to foreigners shows that,
along with the continuous Aow of foreigners who enter Bulgaria and seek protection, there also exists a parallel Aow of foreigners (foreigners registered at the State
Agency for Refugees) who, after a certain period of stay, leave the country in order
to establish themselves in another European country. For that reason, the composition of the refugee community staying in Bulgaria is very dynamic and changes
constantly (Rangelova 2004). A part of the refugees are children. This necessitates
the good awareness of the main problems of the refugee children so that the educational and instructive systems may be adequate to their needs, accept them as
enjoying the same rights, provide them with optimum conditions for their development and integration in the host country.
Refugee children are considered as one of the most vulnerable groups among
the refugees, which needs special attention and care because of their physical and
mental immaturity and tender age. According to data of the State Agency for
Refugees, about 13-16% of the Aow of foreigners seeking protection in Bulgaria are
persons under 18 (Rangelova 2004).
The Bulgarian legislation grants to children of foreigners for whom the proceedings for giving protection have not finished yet and those to whom a refugee
status, a humanitarian status or an asylum has been granted a right to study in Bulgarian state and municipal schools pursuant to the procedure for Bulgarian citizens.
In this way, the right to education of all refugee children is guaranteed irrespective
of their legal status. Thus, Bulgaria performs the obligations undertaken in the field
of protection of refugee children through the Convention on the Rights of the Child
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and the 1951 United Nations Convention Relating to the Status of Refugees. With
respect to the latter document, Bulgaria considerably extends the scope of the obligations undertaken, by giving access to refugees in proceedings, or with protection
given, not only to primary education, but to secondary education, too, with Bulgaria
giving also to refugees with protection given a right to education in institutions of
higher education pursuant to the procedure estaqlished for Bulgarian citizens.
The proceedings for granting protection are initiated by an application filed
with the chairperson of SAR. The application shall be filed by the children's parents
or by the children themselves (or their legal representative) if unaccompanied children are concerned. Upon registration of the application for protection of refugees,
including children above 14 years ofage, temporary ID certificate shall be issued. The
assessment of the grounds for asking for protection shall be performed pursuant
to the Law on Asylum and Refugees, with the procedure lasting for 3 to 6 months.
During that period, the refugees and their families are entitled to accommodation in
the admission centres of SAR, monthly assistance for food, health insurance pursuant to the procedure for Bulgarian citizens and education for the children.
During the proceedings, with a view to establishing the grounds for obtaining
protection, interviews with the children's parents, or with the children themselves if
unaccompanied children above 14 years of age are concerned, are conducted. The
children who are accompanied by their parents are given hearing only in exceptional
cases in order to further clarify certain facts. On the basis of the proceedings performed, the chairperson of SAR issues a decision whereby the foreigners are granted
or refused protection. The minor children (16-18 years of age) are entered into the
decisions of both parents, with the decision, in absence of other documents about
the civil status, being accepted as a document that certifies the birth date of the
children, the familial relations and the citizenship.
The context of the study: Minorities in Bulgaria

Bulgaria has a population characterised by considerable ethnocultural diversity. Present-day Bulgaria is populated by more than 30 ethnic groups. According to
conclusive data from the census in 2002, the share of the ethnic Turks in the total
number of the Bulgarian population is about 9.4%, of the Roma - about 4.6%, and
of the remaining minority communities - about 1.5%. Taking into account that a
considerable part of Roma self-identify as Bulgarians (or Turks), altogether the share
of Bulgarian citizens with minority ethnicity exceeds 16%.
In 1396, Bulgaria was conquered by the Turkish Empire. In 1878, after the
Russo-Turkish War, the Bulgarian State was restored. During the period between
the Liberation (1878) and the end of WW II, the Turkish minority was given internal
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autonomy with its expression in the social life and in the independent religious,
cultural, educational and legal institutions. During that period, there were Turkish
deputies in the Bulgarian Parliament. Eyewitnesses, such as Otto Felix Kanitz and
l<onstantin lrecek, claimed that the Bulgarian Government had liberal attitude towards the Turkish minority.
During the Communism (1944-1989), there w~re several Aows of emigration
of Turks in Turkey. At present, the children study Turkish language at school, there
are news in Turkish language on the radio and TV, printed editions are published.
There are deputies and representatives of the Turkish minority in the Bulgarian Parliament and the local government.
The second biggest minority in Bulgaria are the Gypsies. The Gypsies settled
on Bulgarian land in 13-14 c. They took the lowest level in the social hierarchy. Authorities, other ethnical and religious groups treated them with distrust.
The fact that their culture is unwritten and that in their religious and ritual
system Christian and Muslim holidays co-exist, that their notions of good and evil
originate from other religious constructions always put the Gypsies in lower position in comparison with the two monotheistic religions - Christianity and Islam in
the Ottoman empire. No matter which religion they professed, the Gypsies paid
the tax of the infidels - jizya. The Gypsies-Muslims were not entitled to be Muslim
priests or to serve as soldiers in the Sultan's troops. In the Tax registers they were
entered as Gypsies who are called Muslims. The Orthodox Church behaved with the
same distrust to Gypsies, too. They were not entitled to testify in court.
During the Communist regime, the Gypsies were credited with more rights
and freedoms. The Communist Government even gave them limited cultural autonomy, which means that they established cultural organisations, special schools
and had own press.
After the Turkish and Romany minorities, in terms of number and significance, rank the Jewish and Armenian ones. The Jews and Armenians in Bulgaria are
distinguished for a high degree of integration into the group of the majority and into
the country's social life, their representatives take high-ranking managerial positions
in the country's political life and they are distinguished for a high social status and
financial independence. Surveys on them show that the attitudes of the Bulgarian
people are highly positive, social distances are shortened and their members enjoy
acceptance. The explanation of that fact if offered by the century-old co-existence
with the Bulgarian people, the closeness with respect to culture and the profession
of the same religion.
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About 90% of the Jews in Bulgaria were forced to leave Spain in 1492 by Reyes
Cat61icos (Fernando de Aragon and Isabel de Castilla). In 1493, the sultan Bayazid
admitted the Jews from Spain and Portugal to the Balkans. They settled within Bulgaria between 16 and 19 c. and came from the towns ofThessaloniki and Sarajevo.
Refugee Jews from Romania, Austria-Hungary and Russia also settled in the country.
For the most part they are Sephardic Jews and speak Judezmo, i.e. Judea-Spanish.
The Bulgarian Jews speak Ladino, a Hebrew variety of Spanish.
Tsar Boris Ill and the Bulgarian Orthodox Church did not allow the deportation of 48,000 Bulgarian Jews in the Treblinka death camp in Poland. Bulgaria,
together with Denmark (8,000) are the only countries in Europe, which successfully
saved their Jewish minorities from genocide/death. At present, the second biggest
synagogue in Europe is located in Sofia. The anti-Semitism that by tradition is much
more strongly expressed in Eastern and Central Europe, including Romania and
Hungary, long before Adolf Hitler, has never found supporters in Bulgaria.
Another extremely stable community that has preserved its identity over the
years are the Armenians in Bulgaria. They, like the Jews, are completely integrated
into the Bulgarian society and participate in all spheres of social life. There are proofs
of settlement of Armenians in the Bulgarian land already in 5 c. Those were mounted soldiers and their families from Eastern Armenia subordinate to Byzantium. The
repeated devastation of Armenia by Turks, Arabs and Persians forced more and
more Armenians to settle in the Balkans.
In the end of 19 c. (1894-1896), the Ottoman government inspired and led
an ethnic cleansing of Western Armenia and European Turkey, accompanied by
unprecedented atrocities, in which more than 300,000 Armenians were massacred.
That caused a wave of indignation among Bulgarian public. Almost 20,000 refugees
arrived in Bulgaria. Bulgaria welcomed Armenian refugees once more in the first
decades of 20 c.
Most Armenians belong to the Armenian Gregorian church, a small part
are evangelicals. The Armenian minority in Bulgaria is proud that it originates from
Armenia, the country that first in the world (301) adopted Christianity as an official
state religion.
In the survey conducted, the attitudes towards Jews and Armenians are combined under other ethnoses.

Theoretical framework
Children's attitudes towards ethnic out-groups: The cognitive-developmental theory
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There exist different theories that explain the process of building ethnic attitudes during childhood. According to the cognitive school (Piaget & Weil 1951),
the development of identity is interpreted as a process that is mostly determined
by the development of deep internal cognitive structures that are age determined.
The process of building notions such as motherland and foreigners in children, the
perception and building an image of the other coun.tries/states is analysed.
Aboud (1988) and Milner (1996), on the basis of results obtained from research carried out with children from the majority in multiethnic countries, deduce
a stable developmental construct. The results of the investigations by, for example,
Aboud (1988) among children from the majority in multiethnic countries illustrate
the individual stages.
First, children before the age of 4 have no clearly determined ethnic orientation. After that age, they manifest growing ethnic consciousness; ethnic and racial
characteristics attain to them more significance in classifying people, they understand and use verbal labels for the ethnic and racial diversity, and express various
attitudes towards the members of different groups.
Second, at the age of 4 to 7, children clearly express their preferences and
disapproval, non-acceptance of different ethnic groups. Their answers are in favour
of the own ethnic group they identify themselves cognitively and affectively with,
and in case they have to distribute positive and negative features among different
groups, they keep the former for their own group, and the latter - for the remaining
groups.
Moreover, with the increase of the age, that process diminishes. There are
answers that oppose prejudices that are increasingly weakly manifested.
A number of investigations carried out show that after the age of 7-8 (the
age at which children start to develop concrete logic), the answers egocentric by
their nature decrease in various social fields such as ethnolinguistic, sexual (Powlishta, Serbin, Doyle & White 1994), or national (Piaget & Weil 1951; Verkuyten 2001).
More recent investigations of the development of tolerance show that the ability
to perceive and tolerate people with different convictions or habits develops during
the adolescence and to a great extent depends on the cognitive abilities to perceive
different points of view, to reconcile conAicting versus opposite points of view. At
earlier ages, children are less tolerant when they are confronted with different points
of view (social, moral or political) that do not coincide with or oppose theirs.
Although the cognitive development is regarded as a necessary condition
to reduce the prejudices, it is obvious that it does not guarantee their elimination
and that other variables from the social environment, such as society, parents, the
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groups of peers, within which this problem is placed, play an important role in the
moral development of children.
Social identity theory
According to the Social Identity Theory (SIT) that is a sociopsychological one
in its essence, the identity (national, sexual or ethnic) has a cognitive origin. Its starting point are the cognitive categories that the individual uses in categorising the
social world. In fact, ethnic attitudes may be also defined through the social categorisation that segments the social environment so that an individual's own group
and the others are present. In this sense, the social categorisation may be perceived
as a system for orientation which helps to build and determine the individual's place
in the society (Tajfel 1978). The first function of the social categorisation consists in
structuring the social environment, systematising and arranging it in a definite way.
It is also a main component of the ethnic stereotypes because the differentiated
perception of different ethnic groups is not possible without preliminary categorisation of people as belonging to one or other ethnic group. Stereotypes offer a
high degree of economy of both efforts to analyse and time. They act as a model
through which the individual may approximately foresee the behaviour or attitudes
of the other person in absence of information about him/her.
It is based on the statement that individuals belong to different social groups
(gender, age, religion, ethnos, nationality) and this belonging is internalised as a part
of the self-image. Thus, the individuals aim at deriving a sense of self-respect and
self-confidence from their social identity. Therefore, when building the notions of
their own and other groups, objects for comparison are chosen, which cause more
positive notions of their own group than of other groups, more preferences for their
own group or denial of other group, or both. Positive characteristics that are ascribed to the own group lead to positive self-assessment.
These phenomena are only observed if the individual has perceived his/her
membership of the social group as a part of his/her self-concept, i.e. he/she subjectively identifies himself/herself with that category. If this identification is weak or
missing, the phenomena will not be observed. Moreover, in some cases (e.g. when
someone belongs to a group with a low social status) it will be difficult to some
people to acquire a positive feeling towards their own group. In this case, other
strategies, such as change of group or change in existing social order, can be used in
order to improve the group status.
Beyond doubt is the duration and stability in time of the stereotypes and
their transference from generation to generation. According to Tajfel (1978), it can
be said that each social group provides to the children a concrete social identity
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based on a determinate representation of the world, as well as a set of values, attitudes, believes and actions, which corresponds to the social representation.
The goals of this survey may be summarised in the following way:
1. To make comparative analysis between the level of liking and attitudes
of Bulgarian children from the three age groups, 9, 12 and 15 year old,
towards the group of refugees, the own· group, Turks, Roma and other
ethnoses, if they are positive or negative.
2. To investigate the differences in the attitudes of the children from Bulgaria
towards refugees, the own group, Turks, Roma and other ethnoses by age
group, i.e. how they are chaining with the increase of age in the three age
groups surveyed: 9-, 12- and 15-year-old children.
3. What feelings/affect the Bulgarian children surveyed experience towards

the refugees, the own group, Turks, Roma and other ethnoses provided
that they are in daily contact with them.
4. To make comparative analysis between the refugees and the ethnic
groups surveyed, and to establish the place that is given to Bulgarian children of the own group in comparison with attitudes and feelings towards
refugees and minorities surveyed.

Methodology
Sample/participants in the study
The participants were 146 children of Bulgarian origin, aged 9, 12 and 15 years,
living in various regions of Bulgaria and communicating both with refugees and representatives of the minorities surveyed. There was approximately the same number
of children of Bulgarian origin at each age: 47, 48 and 51 children, respectively. 75
children were male, and 71 were female.
Procedure and design
All the children were interviewed individually and asked to respond to a series
of eight questions about refugees, about the own group, about the group of Turks,
Roma and other ethnoses.
Affect towards refugees, the own group, the group of Turks, Roma
and other ethnoses
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Immediately before completing the adjective sorting task for a refugee group,
the child was asked: Now I just want to ask you one thing about refugee (Bulgarians, Turks, Roma, Jews, Armenians) people. Do you like or dislike refugee (Bulgarians,
Turks, Roma, Jews, Armenians) people? If the child said that he/she liked or disliked
the group, the interviewer then spread out on the table a set of cards containing
the words: dislike a lot, dislike a little, don't know, fjke a little, like a Jot, other. The child
was then asked: And how much do you like or dislike them? Choose your answer from
these cards. The questions were repeated for the own group, for the group ofTurks,
Roma and other ethnoses. To make statistical analysis, the answers were written
down in the following way: To the answer dislike a lot, value 1 was assigned, to the
answer dislike a little - value 2, to don't know - value 3, to like a little - value 4, to
like a lot - value 5, and to the answer other - value 6.
Stereotypes

The design of the survey includes a randomly ordered set of 7 pairs of polar
opposite adjectives: dirty clean, friendly - not friendly, clever - stupid, lazy - hardworking, happy - unhappy, honest - dishonest, peace-loving - aggressive, through
which the persons surveyed have to describe the refugee children. These particular
terms were chosen on the basis of previous studies which have shown that these are
all terms which children themselves produce spontaneously when asked to describe
national and ethnic groups, they are terms which children are able to comprehend
in reference to national and ethnic groups, and the dimensions which they capture
are of known relevance to children's descriptions of national and ethnic groups (Barrett and Short 1992; Doyle et al. 1988; Lambert and Klineberg 1967). The cards were
presented in a different randomised order to each child. The child was then asked:
Here are some cards with words on them, which can be used to describe people? So,
we can say that some people are ... (word written on the first card; first card then
removed and second one shown to the child). And some people are ... (word written
on the second card). Right? Now, what I want you to do is go through all these words
one by one, and I want you to sort out those words which you think can be used to
describe refugee people. Can you do that for me please? Sort out words that you think
describe refugee people. The children were asked if each adjective did or did not
apply to refugees. The questions were repeated for the own group, for the group of
Turks, Roma and other ethnoses.
To make statistical analysis, the answers were written down in the following
way. To each of the seven questions, there are four possible answers: neither positive
nor negative - to this answer, the value O was assigned; negative - to this answer,
the value 1 was assigned; both: positive and negative - to this answer, the value 2
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was assigned; and the last possible answer is positive - to this answer, the value 3
was assigned.
Evaluation

An evaluation score of the Affect towards refugees/ethnic group was derived
in the following way. Only the answers with values from 1 to 5 were analysed, and
the answer other was excluded from analysis.
·
An evaluation score of positive and negative stereotypes and index of stereotypes of Bulgarian children towards refugees/ethnic group was derived from the
above 7 pairs of polar opposite adjectives in the following way.
For evaluation of positive stereotypes, only the answers with value 3 were
taken into consideration, counting how many positive answers were given by each
child. Those answers are between zero (no positive answer) and seven, when with all
the seven adjectives the child used positive assessment.
By analogy, the negative stereotypes score was obtained, in which only the
answers with value 1 were taken into consideration for each child.
To be able to simultaneously take into consideration and analyse both
positive and negative answers of each child, the normalised index of stereotypes (1, +1) was constructed. It is obtained by dividing the difference between positive
and negative stereotypes with the sum of positive and negative stereotypes. Thus
constructed, the index of stereotypes shows the summary attitude of the Bulgarian
children towards the refugee, towards the own group, towards Turks, Roma and
other ethnoses. If it is positive, the summary attitude of the Bulgarian children is
positive, if it is negative, the summary attitude of the Bulgarian children is negative,
and if the index of stereotypes is neutral (i.e., equal to zero), the summary attitude of
the Bulgarian children is neutral (neither positive nor negative).
It should be noted that this method allows the child to reject any positive
or negative adjective that he or she believes to be inapplicable to a target group,
and allows the child to assign adjectives independently to out-groups. Thus, this
method does not confound the measurement of in-group bias and out-group rejection, unlike various other methods that have been used in the past to measure
child's attitudes.
Results

The children's affective-evaluative responses to the refugees, to the own
group, to the group of Turks, Roma and other ethnoses
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In order to assess whether there are differences between the refugees and
ethnic groups in the level of liking, an ANOVA analysis was used. The results are
presented in Table 1.
Table 1.
Mean level of liking of Bulgarian children towards refugees, ingroup, Turkish,
Roma and other minority groups, broken down by ethnos

Group

Bulgarian ethnos to

Refugees

3.06 b,c
4.37 d
2.76 b
1.72 a
3.23 C
3.03

Bulgarians
Turkish ethnos
Romany ethnos
Other ethnoses
Average

Notes:
High scores represent high relevant importance, and low scores represent low
relevant importance (1 - dislike a lot, 5 - like a lot; 3 - midpoint);
There is a statistically significant effect of refugees/ethnos on number of level of
liking attributed to a group, and the specific location of the significant difference
is shown using superscript letters, with mean scores that do not differ significantly
from one another sharing the same superscript letter;
Data analyses using ANOVA and Tukey's HSD post hoc tests.

Table 1 shows that there was a significant interaction between the effects of
ethnos on the level of liking, F(4,651) = 86.411, p < 0.001. Post hoc Tukey's HSD tests
indicate that the Bulgarian children differ significantly in their mean level of liking
towards the refugees and four ethnic groups (p < 0.05).
From the results presented in Table 1 it becomes clear that the Bulgarian children like the refugees and the four ethnic groups to a different extent. The Bulgarians are ambivalent to the group of refugees, with the liking being slightly above the
average value and having a positive sign. With respect to the ethnoses, least liked is
the group of Roma (1.72), there follows the Turkish minority (2.76), and the remaining ethnic minorities in Bulgaria rank third (3.23). A clearly expressed tendency of
in-group favouritism is observed and, logically, the Bulgarian children like mostly
their own in-group.
The average values of liking by Bulgarian children, broken down by age group,
are presented in Table 2.
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Table 2.
Mean level of liking of Bulgarian children towards refugees, in.-group, Turkish,
Romany and other minority groups, broken down by age

Age

Refugees

Bulgarians

Turks

Roma

Other ethnoses

9
12
15

3.06
2.69
3.34

4.31
4.28
4.52

2.30 a
3.10c
2.88 a,b

1.63
2.02
1.51

3.26
3.33
3.11

Notes:
High scores represent high relevant importance, and low scores represent low
relevant importance (1 - dislike a lot, 5 - like a lot; 3 - midpoint);
Where there is a statistically significant effect of age on number of level of liking
attributed to a group, an asterisk appears beneath the relevant column, and the
specific location of the significant difference within the column is shown using
superscript letters, with mean scores that do not differ significantly from one
another sharing the same superscript letter;
Data analyses using ANOVA and Tukey's HSD post hoc tests.

Table 2 shows that there was no significant interaction between the effects
of age and mean level of liking for the Refugee group, F (2,89) = 3.39, p = 0.039; for
the Bulgarian group, F (2,139) = 0.83, p = 0.439; for the Romany ethnos F (2,138) =
2.30, p = 0.104; and for the other ethnoses, F (2,138) = 0.48, p = 0.618, respectively.
But there was a significant interaction between the effects of age group and level of
liking only for the Turks, F(2,143)=3.57, p=0.031.
Towards the group of refugees, the level of liking does not change with age, i.
e. no differences by age are observed in all three age groups, with the level of liking
remaining constant. Also, no differences by age are observed to the own group,
the group of Roma and the group of other ethnoses. Differences by age are only
observed towards the group of Turks. The children of Bulgarian origin aged 9 least
like Turks, at the age of 12 a peculiar peak in the liking is observed and at the age of
15 there is a drop.
The cognitive component of the children's concepts

In order to assess whether there were differences between refugees and ethnic groups in the level of stereotypes of Bulgarian children, an ANOVA analysis was
used. The results are presented in Table 3.
Table 3 shows that there was significant interaction between the effects of
ethnos and mean level of positive and negative stereotypes, F (4,729) = 50.541, p <
0.001 and F (4,729) = 114.440, p < 0.001, respectively.
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Table 3.
Mean level of positive and negative stereotypes of Bulgarian children towards
refugees, in,group, Turkish, Romany and other minority groups, broken down
by ethnos

Group

Bulgarian ethnos to
1.85 b
4.39 d
2.34 b,c
0.91 a
2.71 C

(-)
0.94 a
0.87 a
2.45 b
4.55 C
0.96a

3.03

1.95

(+).

Refugees
Bulgarians
Turkish ethnos
Romany ethnos
Other ethnoses
Average

Notes:
High scores represent high relevant importance, and low scores represent low
relevant importance;
There is a statistically significant effect of refugees/ethnos on number of either
positive or negative stereotypes attributed to a group, and superscript letters
appear beneath the relevant column, and the specific location of the significant
difference within the column is shown, with mean scores that do not differ
significantly from one another sharing the same superscript letter;
Data analyses using ANOVA and Tukey's HSD post hoc tests.

The results presented in Table 3 show that the Bulgarian children express
most clearly and strongly the extent to which they like their own ethnos (4.39), there
follow the other ethnoses (2.71) and the group of the refugees is ranked third (1.85).
There follows the group of the Turkish ethnos (2.34) and last, least liked, is the group
of Roma (0.91).
The results presented in Table 3 also show to what extent the Bulgarian children dislike the ethnic groups surveyed. The express most strongly their negative
affect to the group of Roma (4.55), with the group of the Turkish minority following
(2.45). The fact is striking that the children of Bulgarian origin dislike to an equally
low extent their own in-group, the group of the refugees and the other ethnoses.
The results for positive and negative stereotypes, broken down by age, are
presented in Table 4.
Table 4 shows that there was no significant interaction between the effects
of age and mean level of positive stereotypes for the refugee group, F (2,145) = 1.59,
p = 0.207; positive stereotypes for the Turks, F (2,145) = 0.64, p = 0.530; positive and
negative stereotypes for the Romany ethnos, F (2,145) = 2.54, p = 0.082 and F (2,145)
= 2.82, p = 0.063, respectively; and positive and negative stereotypes for the other
ethnoses, F (2,145) = 2.08, p = 0.128 and F (2,145) = 0.05, p = 0.950, respectively. But
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Table 4.
Mean level of positive(+) and negative(-) stereotypes of Bulgarian children
towards refugees, in-group, Turkish, Romany and other minority groups, broken
down by age
Age

Refugees

(+)
9
12
15

1.53
1.69
2.29

Bulgarians

Turks

Roma

Other ethnoses

(+)

(-)

(+)

(-)

(+)

4.51b

0.34a

H

1.14b
1.37b

3.73a
3.98a

1.29b
0.96b

2.34
2.62
2.07

3.21b

H

(+)

0.26a

0.97
1.19
0.59

5.10
4.21
4.35

3.19
2.17
2.76

0.97
1.00
0.90

H

2.04a
2.11a,b

Notes:
High scores represent high relevant importance, and low scores represent low
relevant importance;
Where there is a statistically significant effect of age on number of either positive
or negative stereotypes attributed to a group, an asterisk appears beneath the
relevant column, and superscript letters appear beneath the relevant column, and
the specific location of the significant difference within the column is shown, with
mean scores that do not differ significantly from one another sharing the same
superscript letter;
Data analyses using ANOVA and Tukey's HSD post hoc tests.

there was a significant interaction between the effects of age group and mean level
of negative stereotypes for refugee group, F (2,145) = 7.83, p = 0.001; on positive and
negative stereotypes for the Bulgarians, for the in-group, F (2,145) = 10.2, p = 0.001
and F (2,145) = 7.67, p = 0.001, respectively; and for negative stereotypes for Turks, F
(2,145) = 3.71, p = 0.027.
With respect to positive attitudes of Bulgarian children towards refugees, no
differences are observed with the increase of age. The children from the three age
groups keep their positive opinion of the group of the refugees.
The results presented in Table 4 show that the Bulgarian children surveyed
from the three age groups are unanimous in their opinion of the group of the refugees, of Turks, Roma and other ethnoses. Difference by age in the positive affect is
only observed with respect to their in-group. The children of Bulgarian origin aged
9 like to a considerably higher extent their own group in comparison with the children aged 12 and 15.
Presented in Table 4 are also the results obtained about the negative affect
that the children surveyed experience, with the results being broken down by age.
The results presented in Table 4 about the negative affect experienced by the
Bulgarian children surveyed, broken down by age, show differences only with respect
to the group of the refugees, the own group and the group ofTurks. The children of
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Bulgarian origin aged 9 experience to a lowest extent negative effect with respect to
the group of the refugees and their own group. With the children aged 12 and 15,
no differences are observed in their opinion. The children aged 12 experience to a
lowest extent negative effect with respect to the group of Turks, with their opinion
at the age of 9 and 15 partially coinciding. No statistically significant differences are
observed with respect to the group of Roma 9nd the other minorities. Of interest
is the fact that the negative attitudes towards the group of the refugees coincide
in terms of intensity and development during the age periods surveyed with the
negative attitudes towards the own group. They are poorly expressed and with the
increase of age a slight increase in their level is observed.
A stereotypes index was calculated by dividing the difference between positive and negative stereotypes with the sum of the positive and negative stereotypes.
Thus obtained, that index is normalised (-1, +1). If it is positive, then respectively the
stereotyped attitudes of Bulgarians towards the given group are positive. By analogy,
if the index is negative, then the attitudes are negative. If the index is equal to zero,
then the attitudes are neutral, i. e. neither positive nor negative.
The values of the stereotypes index, which the Bulgarian children give to refugees and children from ethnic minorities, are presented in Table 5. Data is broken
down by ethnos.
Table 5.
Mean level of stereotype index of Bulgarian children towards refugees, in,group,
Turkish, Romany and other minority groups, broken down by ethnos

Group

Bulgarian ethnos to

Refugees

0.07c
0.27d
-0.01 b
-0.26a
0.12c
0.04

Bulgarians
Turkish ethnos
Romany ethnos
Other ethnoses
Average

Notes:
High scores represent high relevant importance, and low scores represent low
relevant importance;
There is a statistically significant effect of refugees/ethnos on number of stereotype
index attributed to a group, and the specific location of the significant difference is
shown using superscript letters;
Data analyses using ANOVA and Tukey's HSD post hoc tests.
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In order to assess whether there were differences between the five ethnic
groups in the importance attributed to each of the adjectives, an ANOVA analysis
was used. Table 5 shows that there was significant interaction between the effects
of ethnos and stereotype index, F (4,725) = 98.585; p < 0.001.
The results presented in Table 5 show that there are statistically significant
differences for the four ethnic minorities surveyed .. This means that the Bulgarian
children have different attitude towards each of those groups. It is important to
note that their attitude towards refugees is positive as a whole, whereas their attitude towards the two main ethnic groups, Turk and Roma) is negative. Most positive
are the stereotypes towards the own group (0.27} with the group of the refugees
(0.07) and the other ethnoses (0.12) following. To a lower extent negative are the
stereotypes towards the group of the Turkish minority in Bulgaria (-0.01), and highly
negative are mostly to the group of Roma (-0.26).
In order to assess whether there were differences between the 3 age groups
in the importance attributed to each of the adjectives, an ANOVA analysis was
used. The results are presented in Table 6.
Table 6.
Mean level of stereotype index of Bulgarian children towards refugees, in-group,
Turkish, Romany and other minority groups, broken down by age

Age

Refugees

Bulgarians

Turks

Roma

Other ethnoses

9

0.09

0.40b

-0.06

-0.29

0.16

12

0.04

0.19a

0.04

-0.22

0.08

15

O.Q7

0.23 a

-0.01

-0.27

0.13

Notes:
High scores represent high relevant importance) and low scores represent low
relevant importance;
Where there is a statistically significant effect of age on number of stereotype
index attributed to a group, an asterisk appears beneath the relevant column, and
superscript letters appear beneath the relevant column, and the specific location
of the significant difference within the column is shown, with mean scores that do
not differ significantly from one another sharing the same superscript letter;
Data analyses using ANOVA and Tukey's HSD post hoc tests.

Table 6 shows that there was no significant interaction between the effects
of age and stereotype index for the refugee group) F(21145) = 0.7A p = 0.463; for the
Turks, F (2,145) = 1.432) p =0.242; for the Romany ethnosJ F (21145) = 1.787, p = 0.171;
and for the other ethnosesJ F (21145) = 1.445, p = 0.239. But there was a significant
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interaction between the effects of age group and stereotype index for Bulgarians, F
(2,145) = 12.906, p = 0.001.
Interesting is the fact that the different age groups of children have the same
opinion of refugees, and that it is positive.
The results presented in Table 6 show that differences by age in the stereotypes
are only observed towards the own group on th~ part of the Bulgarian children surveyed. The children aged 9 experience considerably more positive stereotypes than
the children aged 12 and 15, who form a group and do not differ in their opinion.
The Bulgarian children from the three age groups are unanimous in their opinion of
the group of the refugees, of Turks, of Roma and of other ethnoses.

Discussion
The purpose of the present study was to make a comparative analysis of
the attitudes of 9-, 12- and 15-year-old Bulgarian children towards the own group,
towards Turks, Roma and other ethnoses, to investigate the differences in the attitudes of the children from Bulgaria towards the five ethnic groups by age group
and the feelings/affect towards refugees and different ethnoses.
The survey conducted with Bulgarian children shows that they manifest
moderately expressed positive attitudes towards refugees. The children like mostly
the representatives of their ethnos, there follow the other ethnoses and immediately in third place they rank the refugees. An explanation of this tendency could
be found in the fact that the refugees in Bulgaria are a heterogeneous community
that unites people from different nationalities and cultures, and they do not form a
homogeneous ethnic group. Another circumstance that should be borne in mind
is that Bulgaria is a transit state through which they pass on their way to Western
Europe. In this sense, Bulgaria is not a target country they aim at. In this sense, the
refugees do not threaten in any way the ethnoses living in Bulgaria and that is why
the attitude of Bulgarian towards them is positive.
This fact could be explained with the big diversity of ethnoses, states and
cultures the refugees in Bulgaria come from and the fact that the Bulgarian children
have no knowledge and direct observations of their way of life. They do not know
either how long the refugees will stay in the country because it is not their goal
in their life scenario. An explanation of the clearly expressed in-group favouritism,
preference for the own group could be given by the Theory of Social Identity (Tajfel
1978). At whatever age, once formed, the preference for the own group is preserved
during the whole path of life of the individual.
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The negative attitudes towards the group of the refugees are expressed to
a low extent. In terms of their intensity they coincide with the negative attitudes
cowards the own in-group and towards the other ethnoses in Bulgaria. The refugees
are accepted and negative stereotypes are ascribed to them to a low extent and in
terms of intensity the stereotypes towards them are like towards the group of the
Bulgarians. Because of their small number, the refugees are welcome by the Bulgarians and are not perceived as a potential threat to the social peace of the country.
In comparison with the group of the refugees, the attitudes towards the
Turkish ethnos are negative, with the most strongly expressed negative stereotypes
being observed towards the group of Roma. The results obtained are a logical consequence of the historical memory and the subjects studied at school by the Bulgarian children, of the five centuries of Ottoman rule Bulgaria was under and of the
social representations about it, which are passed from generation to generation. The
negative attitudes towards the group of Roma are due to the cultural backwardness
of the ethnos, to the low position it takes in the social hierarchy in comparison
with the other ethnic groups and to the lack of integration into the group of the
majority.
The negative attitudes towards the group of the refugees coincide in terms
of intensity and development during the different age periods with the negative attitudes towards the own ethnic in-group. No strongly expressed negative attitudes
cowards the refugees are observed like towards the group of the Turkish or Romany
minority. This tendency could be explained with the categorisation of the refugees
by the children surveyed as one of us, people who need help, protection and support. The children do not perceive them as a group they have to oppose to, but as
a group they have to protect.
The results of the analysis made by age show that differences are only observed between 9 and 12 years of age. During that age period, following tendencies
are observed: increase of the level of liking of the group of Turks, decrease of the
positive and increase of the negative attitudes towards the own group, decrease of
the negative attitudes towards the group of Turks. The results obtained could be
due to the transition from concrete, figurative thinking to abstract-logical one during that age period. It is an undeniable fact, however, that no changes are observed
between 9 and 12 years of age in the attitudes towards all ethnoses surveyed, which
does not warrant speaking of stages or constructs in the development of stereotypes with the children.
One of the main conclusions of the survey conducted is that, in spite of the
military conAicts of many years in Bulgaria's neighbour countries and the presence
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of numerous waves of refugees towards our country, the attitude of the Bulgarian children towards them is positive. Jews, Christians and Muslims have lived for
centuries in peaceful understanding in Bulgaria. The Bulgaria ethnic tolerance is partially related to the geographical location of the country, at the crossroads, where
Slavs, Jews, Greeks, Turks, Armenians and Gypsies have always lived together. In this
sense, the refugees contribute to the enrichment.of the variegated mosaic of ethnic
groups in Bulgaria.

Conclusion
In the world we live in, the ethnic diversity is a norm, a rule, and not an exception. It is a completely natural, usual and legislatively legitimised reality. People differing in their ideas, religion, ethnicity, language, customs and culture should co-exist
by sharing one and the same territory. People who come from different countries,
from different societies and cultures, with different skills, on the one hand, and the
usual individual differences between people, on the other hand, build a society of
different ones. This binds and necessitates learning to live with the difference, looking
for and finding, through knowledge of and interaction with it, possibilities of enrichment and development of all.
The future belongs to the cultural relativism, to the understanding and
discovery of a certain degree of truth in every culturally different point of view of
the world. Each culture has different degree of truth and is subject to evolution
and perfection. The intercultural integration and ethnic tolerance would facilitate
the discovery, recognition and application in practice of that principle (see Ganeva
2006). A main way to their realisation is the intercultural education whose main task
is the formation of tolerance - a quality including in itself the knowledge of, understanding of and respect for the other one, who is different, by means of especially
organised activities aiming at:
incorporation of the children into life in multicultural society,
accumulation of practical experience in communication in
intercultural environment, identification and surmounting of
prejudices towards the different people' (Chavdarova 2003).
To learn to live together is a priority task related to the upbringing of children
today. Bringing up children with an open spirit, understanding the others, their different cultures and history, realising the fact that we are all people irrespective of the
difference in language, religion, ethnos, nationality, race, solving the arising conAicts
in the peaceful way of dialogue, cultivating the sense of empathy and altruism, solidarity and openness, which are based on confidence in the own personality and on
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the ability to see the proper human in a different national environment, is the way
co achieve a peaceful co-existence on the planet Earth.
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Video-Telling Workshop: Turning Knowledge
From Subjugated to Subversive

This paper is about a story of the 1st Video-Telling Workshop, a six-week long
video production workshop that I prepared and led at the University of Chicago in
summer 2008. It was innovative in that it was the first intensive video production
workshop offered at this institution and particularly to non-University students at
no cost. This workshop was run with conjuncture of multiple local resources and
the comradeship of Amy Thomas-Elder, Director of Odyssey Project, a Bard College
Clemente Course in Chicago area offered through the Illinois Humanities Council.
The Bard College Clemente Courses, which have been spreading throughout the
world after its inauguration by Earl Morris in 1995, offer free courses in the humanities to low-income adults. Students receive college credits upon completion of
their study as well as certain financial support while studying (http://clemente.bard.
edu/about/).
This workshop can be regarded within the framework of participatory communication because an emphasis was given to a bottom-up process of decisionmaking rather than a top-down mode of knowledge dissemination (White 2003,
pp. 39-40\ information exchange rather than persuasion was prioritized (Servaes
1996), and participation was the most essential for the Workshop. However, it did
not intend to produce one particular group work to address a specific common
problem. It rather focused on learning new knowledge and skills to create individual
videos, which would unfold individual concerns or questions of any kinds. In fact,
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the Workshop was initiated in order to provide the marginalized with an opportunity to learn new knowledge through experience and Freire's notion of dialogical
communication and to articulate their ideas through a visual medium. Bery (2003)
stresses that empowerment is gained by controlling one's life and being able to inAuence the circumstance where one is situated. Video production consists of a series
of multidimensional decision-making, thus it c~m be a powerful tool to bring out
transformative experience to those who are normally excluded from decision-making, and consequently to contribute to their empowerment process. This paper will
illustrate how the Workshop was organized and how the participants acted upon
it in the hope that it will catalyze an expansion of participatory communication or
video research.
All the Workshop participants were recent graduates from the Odyssey Project. A brief demographic description of them is as follows: there were eleven people
in total-initially twelve signed up, but one of them could not make the first class
and decided to withdraw immediately-ten of them were females, and only one
had fair skin. The range of their ages appeared in between 30s and late 50s. Subtle
excitement and curiosity were aroused in the first day among my colleagues by the
fact that this unusual group of people was having a serious discussion in a classroom
of a prestigious university.
A precondition for running this type of workshop requires securing a facility and proper equipment, which usually demand considerable funding. But, this
workshop started off with absolutely zero budgets for the operation. This is how
it happened: I was in charge of the audiovisual equipment, such as several digital
video cameras, tripods and microphones, in a department within the Division of
the Humanities at the University of Chicago. My position placed me at a vantage
point to make use of the resources for the Video-Telling Workshop. Besides this
personal advantage, there had been a structural foundation at the institution. The
Civic Knowledge Project (Cl<P) is a unit of the Division launched by former Dean,
Danielle Allen, in 2003. Here is the grounding idea of the Project in her own words:
Successful democracies gather their strength and vitality from
their ability to generate remarkably rapid knowledge transmission and an impressively fluid circulation of knowledge across
geographical and social barriers. In a successful democracy, social
diversity translates into an expanded knowledge base compiled
from the banks of the entire citizenry. A central goal of the Civic
Knowledge Project is to lead the University in generating modes
of knowledge transmission between itself and its surrounding
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knowledge communities that might help jumpstart in places
where it has broken down or has never existed the process of
cultural circulation and mutual influence that is crucial to socioeconomic mobility and fluidity) and successful democratic
practice (http://civicknowledge.uchicago.edu/grounding.shtml).
From this standpoint) the CKP started to crack down the ivory tower of the
University and stretch its connections to diverse parts of the surrounding communities through arts or education programs for both adults and children. The Odyssey
Project has been a channel where scholars from the University taught community
members through the CKP network. Thanks to this Division-wide groundwork) the
Workshop proposal was) on one hand) regarded as a contribution to the Division)
and thus the request for the facility and equipment was received more favorably in
the department where I was affiliated. In this way) the fundamental materials were
ensured three months prior to the Workshop.
Now) the announcement of the Workshop was passed around among the
current students and alumni of the Odyssey Project. The prospective participants
were acknowledged that the Workshop was an opportunity to learn documentary
video production outside of the regular curricula of the Odyssey Project) thus they
would not receive any credit and should be able and willing to make commitments.
The Workshop schedule consisted of a two-hour long class per week for six weeks)
out-of-class time for practice and production) and a final screening event. (However)
the logistics of the event were only tentative when the program started.)
The first class was started off with watching Star's Story\ where Star, a former
Odyssey Project student, talks about her life-transformative experience after having
taken classes at the Odyssey Project. Then) the handout of introduction to shot
types and camera movements was distributed and the same film was watched
again while an emphasis was given on shot analysis. Once conceptualized the basics
of image composition, the participants started to deconstruct and analyze in details
the film they were watching. In so doing, they were slowly turning their position
from film consumers to film producers and preparing themselves from knowledge
absorbers to knowledge creators.
Editing was one of the issues raised while discussing the film. Some of the
participants seemed to be disturbed when they discovered that certain reaction
shots in the film were not taken concurrently with the main shot and were inserted
on purpose by the editor for the sake of the continuity of film. This question led to
further discussion about the subjectivity of media even when it comes to documen1 Star's Story (3 minutes) was made by Kartemquin Films in Chicago, IL, in 2006.
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tary films. Filmmakers constantly make decisions in the production process either
consciously or unconsciously, thus media only represent a reality reconstructed by
the makers (Vaughan 1999).
After the heated discussion, the participants watched three other video
clips found in the Internet. Each screening, they were asked to talk about anything
particular they noticed in the clip in comparison yvith the ones they previously
watched. This simple task evoked prolific discussions about the use of lighting and
background music, impact of interview location and visual composition on viewing
experience, and other elements. Among the videos they watched, included was an
interview with an activist, Jerome Smith2• This piece was chosen not only because
it was simple enough to analyze the visual code utilized by the video makers but
also because the Internet channel through which the video was delivered offered
a glimpse of how community-based media production could be used in order to
share diverse opinions against monolithic information diffused by media conglomerates (Furness 2007).
In the end of the class, five groups were tentatively formed for the final projects and it was done spontaneously based on their personal acquaintance, schedule
or common interest. A reading material about interviewing3 was handed out along
with a compliance form that described their right and responsibility while using
the facility and equipment. Each group was also asked to bring one or more synopses for their final project, which was apparently overwhelming to most of them.
It might have been better to ask Workshop applicants to submit a basic proposal
of their final project during the recruitment so that they could have more time to
develop their idea and come to the Workshop more purposefully with a feeling of
preparation.
In the second week, they watched another short documentary, Claudine,
Claudine 4 while focusing on the strategy employed for the narrative structure.
This exercise was designed to expose them to a non-journalistic interview-based
documentary and help them be aware of different ways of telling a story. After the
post-screening discussion, the typical phases of video production were introduced,
and then much time was given to idea development for the final projects such that
2 The interview with Jerome Smith was included in SourceCode Season 3 - Episode 9: New
Orleans: Civil Rights from Ruin, which was distributed by Free Speech TV in 2006. It was retrieved
from http://www.archive.org/details/freespeech tv_sourcecode3 _ 09.
3 The title of th~ article is Making Documentary Videos: the Interview written by Robert
Nulph and published on Videomaker magazine in its April issue, 2006.
4 Claudine, Claudine (5 minutes) was made by the author in 1998.

Video-Telling Workshop: Turning Knowledge From Subjugated to Subversive

179

each group talked about the theme of their project and the others gave feedback.
Although hands-on training for camera operation was planned this week, due to
lack of time, it was held only after class on a voluntary basis. Time shortage was a big
problem throughout the Workshop. So, I think that three-hour duration per class
should be more realistic for the amount of knowledge they learn at a time and the
time they can allocate for class outside of their ordin.ary commitments. One of the
participants told me that she had been working in a currency exchange for a few
years with the fixed hourly rate of $8.50 and half her income was being spent for her
health insurance coverage.
Much of the third and fourth week was devoted to hands-on training for
camera operation and further idea development for their projects. The participants
worked in groups and interviewed one another, while exploring different types of
microphones. In the end of each exercise, we watched parts of the videos and discussed the visual compositions and sound qualities. Immediate feedback in class
appeared very helpful for students to develop their own media language. Additionally, this exercise seemed to bring them uncommon enjoyment since almost all had
had no chance to operate such cameras before and at most they had watched
'guys' doing so-note that 90% of the participants were females. Male dominancy
in camera work in the film/video industry is mirrored even in ordinary private life
despite the widespread of consumer digital video cameras. The inveterate notion of
'technology for men' has systematically excluded women from media technology
(Gadihoke 2003). Thus, this exercise allowed them not only to learn new knowledge
but also to build their confidence in technology.
On the other hand, the conceptualization of the final projects seemed much
more challenging to most of them. Although they were guided to develop and
concretize the proposal each week, it did not appear easy for them, in particular,
to conceive how much content could be contained in a five-minute long video. A
series of questions and the number of interviews they proposed were so broad that
they could constitute an hour long video or even longer. This difficulty will be likely
to overcome through some experience, but it could be alleviated by taking more
time with individual groups. To compensate insufficient class time, I tried to communicate with them through email. But it was not as effective as I hoped. I think
it was because idea development should be done dialectically especially when students are challenged with a new medium they need to learn to express their ideas.
Thus, despite my effort, the suggestions and feedback I gave through email might
not have made much sense to them. This situation was even aggravated when they
did not have easy access to the Internet, let alone a computer. Furthermore, Isensed

180

THE PRACTICAL SCIENCE OF SOCIETY

that some participants did not feel comfortable with expressing themselves in Writing, and telephoning, in comparison with emailing, often turned outmore effectual.
Diverse modes of communication should be taken into consideration while working with a less homogeneous group of people.
On the fifth week, Leslie Simmer, who edited Star's Story, was invited as a
guest speaker. It turned out very informative beca~se the editor spoke about not
only the editing process of Star's Story that we watched but also common documentary editing practices. After an hour talk, the participants started to learn how
to edit with iMovie on Mac computers. Although they were supposed to bring
their own footage to the class, most of them had not recorded yet, which made this
learning process less effective. People usually learn much more quickly when they
have their own footage to work with. Moreover, their unfamiliarity with multimedia
computer applications in general and with the Mac operating system in particular
made the learning curve even higher. However, on the final week, most participants
were willing to go beyond the basics and asked for the advanced techniques that
I had not even covered in class. They began to shape their own work based upon
their own esthetic judgment. The ideas of each project were rapidly growing clearer
once editing began. Surely there were baffling moments while editing, but the feeling of achievement in the end was rewarding. Despite the time pressure, they were
all able to manage their project well. Particularly when the general notion is considered that documentary editing is a very time consuming process, the participants
should have been given a little more time to edit their piece so that they could
explore and more fully develop their ideas. The public screening was held only three
days after the final class.
The screening party was held in the Gleacher Center, downtown campus of
the University of Chicago Graduate School of Business. How we got to the Gleacher
Center needs some explanation: since space and equipment were already secured
for the Workshop, the operation did not cost anything. However, I continued to
seek funding to have a decent place for the party and sent a message to SO aldermen and the mayor of the city of Chicago and two senates in the state of Illinois.
But there was no single response except that a package of documents about how
to apply for grants was mailed from the office of one of the senates. Meanwhile,
I received a gift card of twenty-five dollars from a neighborhood supermarket in
response to my request letter for donation. What can we do with twenty-five dollars? But, hope comes into bloom in the end of desperation. On the second week of
the Workshop, I received a response from Humanities Dean's office with regard to
my funding request that was made several weeks before. Dean approved a special
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grant of five hundred dollars for the Workshop. It was half my anticipated expenses,
but still blessing. My quest for funding suggests that support may be closer than
one thinks and even more likely within a local network. This was proved when I
sought food donation for the party. All the food services companies that publicize
their food donation programs turned down my request while a small independent
bakery in my neighborhood immediately accepted. Nevertheless, five hundred dollars were not enough to cover the expenses of the party, let alone renting a place.
Here again network comes into play. Thanks to the relation of the CKP with the
Gleacher Center, a screening room and an adjacent dining hall were rented only for
a nominal fee.
We invited family and friends to the party and showed our five short documentary videos. Each group presented their project for about fifteen minutes, which
included leading a post-screening discussion with the audience. The theme of the
first piece was about different learning paths that individuals take and two people
were depicted in the story. One, who had been given a magazine instead of a proper
task in his high schools, was kicked out of schools and says he learned more on the
street than at school, while the other, who was also made this documentary with
her group partner, was endeavoring her own formal education later in her life. In the
post-screening discussion, one of the makers commented on how certain people
were systematically and unfairly oust from the formal education.
In the second documentary, the interviewee, a member of this group as well,
talked about his propensity to music as a tool for expressing himself and articulated
the correlation between self-expression and democracy. His mentioning democracy was rather an irony because he left most production tasks to his partner and
did not commit as much as expected. Apparently he was not highly motivated in
the Workshop. His prior knowledge about video and his gender-he was the only
male participant in the group-might have interfered with hi? participation. This
observation seems to be aligned with the fact that all the four accounts exemplified
in the book Participatory Video (White, Ed. 2003) were about how women used
video for social change and self-empowerment. This does not mean that men do
not participate in this type of activities, but women seem to be more drawn to it
than men. Because women are more subject to social injustice and more likely to
be excluded from technology than men, they generally experience severer thirst for
s.elf-confidence and self-control especially when it comes to technology. Thus, they
may tend to be more active in participatory video and even feel liberated through
the production process.
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The third piece documented three interviewees who answered the same
question, Why do you study humanities? One interviewee was a college student
another an adult student from a continuing education program, and the third ~
student of the Odyssey Project. They learn similar subject matters in a similar fashion, but each brings completely difference life experience to the class with different
expectation from the class. It was interesting to s~e why certain people choose to
study humanities in different stages of their life and how the study impacts on their
life.
The fourth documentary followed a community event organized to protect
a community center from privatization. Naturally, there was a strong sense of urgency in this piece and the documentary makers used various improvised production techniques such as on-location shooting and hand-held camera movements.
The possession of a video camera with acquired knowledge created an active role
for the makers in the ongoing community event (White 200l p. 53). This assumed
role brought them confidence to the extent that they controlled the video production equipment in a far more creative way. The self-confidence and self-reliance also
radiated in the editing process and during the public presentation. They continued
to challenge themselves while editing their video and finally submitted the product
to a local documentary film contest. These participants, who had been posed with
problems relating to themselves, faced the challenge, and once they acknowledged
the problems within a wider social contexc they conti~ued to respond to them
and situate themselves appropriately by taking a more active role within the social
structure. Through the cycles of action-reAection, they gradually felt committed
and empowered (Freire 2000).
The last piece was about what makes people commit to their own higher
education despite difficulties arising amid their life. One of the interviewees was
physically so severely challenged that she could not even open the cap of a pen easily, but completed the courses of the Odyssey Project. Her presence in the screening
room inspired the audience even further. It unfolded a very compelling story.
When one of the documentary makers was asked what the most difficult
part was while making the documentary, she answered that it was keeping a camera steady because of her age. She came to the party with her children and grand
children. Most people in her age do not even get near books, let alone trying to
learn something new that requires a certain level of dedication. But she completed
the Workshop to make her own documentary video. She was not the only one who
did ic however. All eleven participants remained until the end of the Workshop and
most of them committed to their projects. During the post-screening discussions,
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they talked about what they tried but could not do as well as what they did for
their project. This self-evaluation indicates that now they were able to think of the
subject matters of their documentary at a higher level and articulate the production
process in their own language. White (2003, pp.64-66) cautiously distinguishes video
as process from video as product in participatory communication research. I think
that, in the case of the Video-Telling Workshop, th~ knowledge obtained through
the production process is as important as the final products seen in the screening
party. The Workshop offered an adventurous opportunity for multi-dimensional
learning, critical thinking and alternative expressing of what matters to each of us.
However, bigger learning has not yet arrived.
A couple of days after the screening party, I read a message written by one
of the interviewees in the fifth documentary. The message, both calm and sharp,
immediately suggested how deeply the writer was thinking while writing. The point
she made was that the documentary emphasized the weakest part of hers although
she felt strong and she did not want the documentary to be shown in any other
context. Here is part of her message addressed to the documentary makers:
Being severely disabled is not an obstacle, it is a fact of my being.
I was fortunate to learn this early on in '88. Any struggles I have,
are yours as well. We all find a way to move through life.
The documentary makers and the majority of the audience, including myself,
were indeed impressed that the interviewee committed to her higher education
in spite of her disability. While it was assumed that her disability would impose
enormous hardship in her study, the interviewee regarded her disability as her own
being and affirmed that her physical condition did not particularly hinder her from
studying. She awakened us. Physical mobility is not a requirement for studying humanities, but critical thinking ability is. This is what we all strive for regardless of the
status of our physical being. Attitudinal barriers faced by the disabled make them
more marginalized and more discriminated in society (Malhotra 2006). This was
what the interviewee taught us.
In the Video-Telling Workshop, the participants were provided with tools,
basic knowledge, and forums. But it was they who decided what to do with those
elements and the five videos were the final products of the decisions and efforts
they made. In comparison with mainstream documentary videos, the topics of the
participants' videos clearly show a strong connection between what matters to the
makers themselves and how they see the society. As a result, each piece bears a
unique authorship with a view of the society where they belong. Moreover, the
dividing line between documentary subjects and its makers was shaken in these
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documentaries, just as knower and known cannot be separated (Kincheloe 200S).
Since the socio-economically marginalized presented their own knowledge as a
form of video, it revealed subjugated knowledge and thus allowed viewers to see
the world differently (Ibid.). Therefore, the final videos are meaningful because they
contain potential for social change, and the production process was equally important because it contributed to the empowerme_nt of each participant. Thereby
continue my efforts.
Epilogue
This workshop was experimental. We all, however, wish that this experimental learning opportunity will continue every year and become a non-experimental
regular course. At the time of writing this paper, some of the participants and the
interviewees are carrying on their study in a Bridge Course, which is offered between
the Odyssey Project and a regular college course. I send my best wishes to all of
the Workshop participants, who brought me solidarity in return for my humble
teaching.
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University Teacher as an Investigator
of His Own Educational Practice

Having rejected the idea of absolutely certain knowledge, we
have not rejected the idea of seeking the truth. On the contrar~
when we say that our knowledge is not certain what we mean is
that we can never be sure if our assumptions are true.
-- I<. R. Poppe

1.

Introduction

In the process of immediate perception, every human being experiences the
fact that science is a kind of social activity with social consequences. In the light of
this truth, as well as of the fact that, as an element of culture, it is its advantage and
its value, it has its ethical dimension. Being a value in itself, it generates other values
which develop the people practising it, as well as it develops itself.1 Science is the
source of values, such as intellectual humility, unusually true respect for honesty,
respect for the revolutionary spirit and apparent peculiarities, appreciation of the
meaning of cooperation. Even the most obstinate liar has to develop a deepest respect for the truth if he wants to achieve scientific success.2
1 Kostkiewicz,J.: Nauka i wo/nosc- wartoscifundujqce uniwersytet, in: Kostkiewicz,J. (ed.):
Uniwersytet i wartosci, Krakow 2007, pp. 14-15
2 Dixon, B.: Nie igra si~ z naukq, Warszawa 1984, p. 65
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There are certain rules of the university organization, established by the creators of science in order to ensure efficiency of scientific activity. These are, among
others, universality, the university authoritative body, the freedom of teaching and
learning.3 The consequence of the first rule is the fact that universities comprise all
sciences; all the specializations where knowledge is an aim it itself are practised at
universities, while there are also vocational or economically-oriented schools.
It is a sign of our times to know as much as possible (the need/necessity of
the so-called broad view, the perspective of integrated science). In university education, strictly connected with science, which enriches and multiplies knowledge,
and the university didactics, introducing the students in the scientific method of
learning about the reality, translates, spreads and consolidates this knowledge in an
inspiring way, thus constituting a cell for never-ending scientific/research and educational undertakings.4

2.

University teacher as a researcher, scientist and educa..

tor
In teaching pedagogy, the university teacher should be considered in three
dimensions: as an educator, a scientist and finally as a personality model.
A university teacher cannot be a good educator unless he keeps taking the
trouble to gain new knowledge to be transmitted to his students. To reach this aim,
he uses critical analyses referring not only to his own branch of science, but also to
related branches. 5 By doing so, he gets to know the target problem from different
points of view, also from contradictory ones. An equally important factor which
guarantees being a successful educator is keeping in at least occasional touch with
generally understood teaching practice and having immediate contact with students
and teachers, as referring to someone's own teaching experience is a crucial element
of lectures. It is also important to use tested teaching methods. In my many-years'
experience of teaching students, such methods are: problem methods, expressive
methods and discussion, classified as an informative method by Polish educators,
which is, however, undoubtfully an expressive method, as it enables students to
3 see: Czyzewski, T.: 0 uniwersytecie i studiach uniwersyteckich, Torun 1946, pp. 8-16
4 see: Ostrowska, U.:Jakosc ksztafcenia w szkole wyiszej w aspekcie ethosu edukacji akademickiej, in: Sitarska, B. (ed.):Jakosc ksztafcenia w szko/e wyiszej - moda czy koniecznosc?, Akademia
Podlaska, Siedlce 2000, pp. 220 -221
5 tobocki, M.: Trzy wymiary nauczyciela akademickiego w ksztafceniu pedagogicznym,
in: Duraj- Nowakowa, K. (ed.): Nauczycie/e akademiccy w procesie ksztafcenia pedagog6w, "lmpuls",
Krak6w-towicz 1999, p.35
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experience the contents, expressing themselves through emotional involvement in
expressing their own or others' opinions. It is especially useful for the improvement
of classes to gather feedback information about them from the students.
A good university teacher tries to conduct all the classes in such a way that
they do not just constitute a transmission of thorough and reliable knowledge, but
are first of all comprehensive and useful in real-life situations connected with teaching. The thing is that they are a source of inspiration for the students' independent
and creative analyses of the teaching problems of their own interest. The most important thing is, however, that students are able and willing rather than just have to
attend the classes.
Another equally important function of the university teacher is the function
of a scientist and researcher. Both functions supplement and enrich each other, as it
is impossible to be a good teacher without undertaking scientific and research work,
and the other way round: one cannot be an excellent scientist without performing
the teaching function successfully. A university teacher who is also a pedagogical
scientist has to fulfil several conditions. These are: his need of personal participation
in pedagogical research, relatively good knowledge of the methodology of pedagogical research, and logical and linguistic correctness in the scientific and research
work. 6
The need of pedagogical research is the basis for fulfilling the remaining conditions. To fulfil this condition, one has to acquaint himself with the target problem
thoroughly and variously, as well as with the research conducted into it so far. It is
important to realise the benefits the solved problem may bring for the improvement of teaching. Satisfying this need is connected with the knowledge of methodology of pedagogical research and undertaking specific research according to the
standing methodological rules. In performing this function, the university teacher
also seeks support from the methodologies of other sciences, especially psychology
and sociology.7
Logical and linguistic correctness is especially important in the university
teacher's scientific and research work. The thing is to be able to provide ehhaustive explanations for the announced theses. What I mean here is the correctness of
reasoning, skillful use of knowledge resources, independent and creative thinking,
as well as expressing one's thoughts and impressions in a way that it assures others
of the reliability and authenticity of the message. To reach this aim, the university
6 Ibid., p. 39
7 see: Mieszalski, S.: Odr~bnosc pedagogiki: szanse i niebezpieczenstwa, Lewowicki, W. T.
(ed.): Dylematy metodologiczne pedagogiki, Warszawa - Cieszyn 1995, p. 34
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teacher avoids over-generalized, ambiguous, unclear, or self-conAicting statements
or the ones which have not been confirmed. He tries to express himself in accor~
dance with the logical standards, maintaining the scientific accuracy. He pays much
attention to logically correct classification of facts, phenomena, or processes. He
also realizes the great importance of the precise defining of basic notions he uses.
It is not only necessary for a university teacher to teach effectively and conduct scientific research, but also to serve as a personality model for the students.
That is why it is not without any significance who the university teacher is as a
human, what system of values he represents and whether he enjoys the students'
respect. Unfortunately, in this case mere knowledge and scientific experience are
not enough. What is necessary is, according to humanist psychologists, the attitudes
or characteristics that supplement one another, these are: acceptance, authenticity,
and empathy. 8
The attitude of acceptance towards students should be understood as something more than mere tolerance of the students or an attitude of no reAection or
criticism. The thing is to have absolutely no prejudice against them, to listen to them
carefully and to inform them how they are understood by university teachers9, and
- most of all - not to humiliate them.10
The university teacher's attitude of authenticity is especially important. It
means that the teacher tries to be what he actually is, not what he would like to be
or what the students would like him to be. His behaviour is natural and authentic,
he is honest and open in the contact with students. In order to maintain such an attitude, it is undoubtfully helpful to maintain dialogue between the subjects, whose
significance was much appreciated by Socrates, the greatest pedagogical genius of
the ancient world11 , which has been bringing various fruits until now, and whose
fruit has been abundant. Socrates considered the living word to be an archetype
whose written word is just a copy, and valued it much higher than the less perfect
written word, as (...) the thought of the learner is the living and animated speech,
while the written speech can be truly considered to be kind of phantom of the

8 compare: Rogers, C. R.: Freedom to learn for the 80's. 2nd edition, modified, Columbus
1983; see also: Lobocki, M.: Trzy wymiary nauczycie/a akademickiego .. ., pp. 40-42
9 see: Schmidt, P. F.: Personzentrierte Gruppenpsychotherapie in der Praxis. Ein Handbuch.
Paderborn 1996, pp. 257,259
10 To find many interesting students' opinions about their dignity in everyday life, see:
Ostrowska, U.: Studenci wobec godnosci, lmpuls 2004, Chapter 6
11 Nawroczynski, B.: Dziefa wybrane. Vol. I and II, Warszawa 1987, p. 18
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former.12 As we can see, dialogue has always been appreciated as an educational
value, althoug through the centuries it has changed its aspect at higher education
institutions. The history of universities proves that it is dialogue that constitutes an

inseparable element of university life. Traditional values gave rise to conditions which
naturally released and maintained dialogue. University liberties prepared the ground
for its conduct. (...) Dialogue constituted the essence as well as measure of the quality
of university life, and its standard was the evidence of the professors' and students' intellectual and moral standards.13 Dialogue always inAuences the quality of university
education, as it enables the participants of the process to get involved, which only
takes place in case of dialogue.
The university teacher's attitude called an emphatic understanding consists
in his ability to get emotionally involved in the students' inner world as if he was
a student himself. It is not, however, equal with identifying with a student, as this
would be a danger of losing one's own identity. Such an attitude is, however, rare
among teachers, also university teachers.14
The university teacher can certainly be a personality model to follow for the
students not only as a result of demonstrating the formerly described attitudes.
Other inAuential factors are: the teacher's earnestness in displaying his opinions and
convictions, mainly concerning scientific matters, his enthusiasm and eagerness to
conduct scientific and research work, and sensitivity to universal and timeless values.15

3.

Educator's methodological dilemmas

Like the role of a scientist-philosopher, the role of a scientist-educator is very
difficult. They do not stand in front of an organised structure, but rather in front
of something which resembles a pile of rubble, althoug it is possible that there is a
treasure deeply hidden in it. They cannot refer to the existence of a generally ac-

12 refer to: Platon: Faidros, trans. Regner, L., Warszawa 1993, p. 76
also refer to: Ostrowska, U.: Dialog w pedagogicznym badaniu jakosciowym, lmpuls, Krakow
2000, subsection: Potrna dialogu - Viva vox docet
13 Jankowska, D. (ed.): Dialog w akademii - tradycje a wsp6fczesnosc, in: W akademickiej
przestrzeni dialogu, APS Publishing, Warszawa 2007, p. 52
14 see:. Rogers, C. R.: Therapeut und Klient. Grundlagen der Gesprachspsycho - Therapie,
Frankfurt am Main 1994, pp. 216 and next
15 Kotarbinski, T.: Medytacje o zyciu godziwym, 4th edition, Warszawa 1985, p. 112

190

THE PRACTICAL SCIENCE OF SOCIETY

cepted research situation, as the fact that nothing like this exists is probably the only
generally accepted truth.16
The fact is that pedagogy, like many other humanities, emerged from philosophy, and for a long time it remained - and still remains - under its inAuence. As
a consequence, it was natural to adopt applied methods in analysing pedagogical
issues. It brought both positive and negative result~ for the methodology of pedagogy and pedagogy as a science.17 It is a norm that the theories and research methods based on other sciences are reAected in pedagogy. For many years, the image
of the methodology of pedagogy was mainly associated with the learned model of
practising science.18
Due to the fact that the issues connected with the methodology of pedagogy are still unelucidated, unanswered questions reappear in methodological discussions. One of them is the question of the recommended model of methodological
education.
In the 1980s pedagogy was no longer perceived as a one-dimensional branch,
as it had been formulated in the learned model, and it began to be formulated in a
multidimensional way (its different expressions and different ways of its practising),
and to be practised in a multiparadigmatic mode. As a consequence, many new
methods of practising pedagogy as a science have appeared.19 Althoug it still isn't
common, everyone realizes that the world of methodology has expanded and new
syntheses - overeall displays - are going to appear to make it possible to make various and better choices of the lines of pedagogical studies and research. The recent
monographies, describing the different currents of the methodology of pedagogy,
are very helpful here. Textbooks describing quality research and the method of the
16

see: Popper, K. R.: Logika odkrycia naukowego. Preface to 1st edition, Ibid., p. 20

17 see: Lewowicki, T.: Szkic do dziej6w metodologii pedagogiki, in: Kubinowski, T., Nowak,
M.: Metodologia pedagogiki zorientowanej humanistycznie, Pedagogy Methodological Seminars,
PTP, "lmpuls", Krakow 2006, p.17; also refer to: Lewowicki, T.: 0 tozsamosci, kondycji i powinnosciach
pedagogiki, ITE- PIB, Warszawa - Radom 2007
18

Ibid., pp. 22, 23

19 see e.g.: Palka, S.: Dziedzina i pogranicza poznania naukowego oraz badan w pedagogice,
in: Rubacha, K. (ed.): Konceptualizacje przedmiotu badan pedagogiki, "lmpuls", Krakow 2008, pp. 173183; Hejnicka- Bezwinska, T.: Konsekwencje badawcze, wynikajqce z uznania dyskurs6w edukacyjnych
przedmiotem pedagogiki, in: Kubinowski, D., Nowak, M.: Metodo/ogia pedagogiki zorientowanej
humanistycznie, "lmpuls", Krakow 2006, pp. 83- 96; Palka, S.: Humanistyczne podejscie w badaniach
pedagogicznych i praktyce pedagogicznej, ibid., pp. 73- 81; Grzybowski, P. P.: Edukacja europejska - ad

wielokulturowosci doku milcdzykulturowosci,subsection: Wie/osc paradygmat6w rejleksji pedagogicznej i praktyki edukacyjnej, "lmpuls", Krakow 2008, pp. 390 - 395v
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quality data interpretation have appeared20, which have proved that every educational situation and every subject of education are unique and uncomparable.
A number of papers have appeared concerning biographical research 21 as well as
quality analyses of the products of educational subjects. More and more often, a
combination of quantity and quality methods appears in pedagogical research. 22
A number of papers and translations concerning action research have appeared in
Poland. 23
Applying the latter kind of research is essential for rising the efficiency of
teachers' educational work. It is said to be one of the most tempting types of
research, where cognition is combined with acting towards the improvement of
practice.24
Action research is going to interfere with pedagogical practice, changing it
already at the level of research, not only after the research process has been completed.25

4.

Me as an investigator of my own educational practice

As every university teacher, I try to realize myself in all the three dimensions:
as an investigator, scientist, and an educator. Therefore, I'm going to work on my
20 See e.g.: Kruger, H. H.: Wprowadzenie w teorie i metody badawcze nauk o wychowaniu, GWP, trans. Sztobryn, 0., Gdansk 2006, ps 156-185; Bauman, T.: 0 mozliwosci zastosowania
metod jakosciowych w badaniach pedagogicznych, in: Pilch, T.: Zasady badan pedagogicznych, "Zak",
Warszawa 1995 and following editions; Urbaniak - Zajqc, D.: W poszukiwaniu kryteri6w oceny badan
jakosciowych, in: Metodologia pedagogiki zorientowanej humanistycznie, op. cit. pp. 209 - 222
21 See e.g.: Palka, S.: Orientacje w metodo/ogii badan pedagogicznych, Jagiellonski University Press, Krakow 1998; Michalski, G.: Zrodfa do badan biograficznych w historii wychowania, in:
Jafmuzna, T., Michalska, I., Michalski, G. (eds) Konteksty i metody w badaniach historyczno- pedagogicznych, "lmpuls", Krakow 2004, pp. 171-181
22 Kruger, H. H.: Wprowadzenie w teorie i metody badawcze nauk o wychowaniu, op. cit.,
ps 185-188
23 see e.g.: Skulicz, 0.: Badanie w dziafaniu (action research), in: Palka, S. (ed.): Orientacje
w metodologii badan pedagogicznych, op. cit., pp. 113 - 119; lobocki, M.: W trosce o wychowanie w
szko/e, Chapter 6: Badania w dziafaniu na usfugach nauczycie/i, "lmpuls", Krakow 2007, ps 203 - 226;
Kruger, H. H.: Wprowadzenie w teorie i metody badawcze nauk o wychowaniu, op. cit. Pp. 148-185;
Silverman, 0.: Prowadzenie badan jakosciowych, PWN, Warszawa 2008; Silverman, D.: lnterpretacja
badan jakosciowych, PWN, Warszawa 2008
24 Wragg, E. C: Co i jak obserwowac w k/asie?, trans. Kruszewski, K., Warszawa 2001, p.
160
25 Haag, F., Kruger, H., Schwarze!, W., Wildt, J. (eds): Aktionforschung, Forschungsstrategien,
Forschungsfe/der und Forschungdplane, Munchen 1972
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own example when writing about the university teacher as an explorer of his own
educational practice. My own educational priorities define my areas of research and
cognition.
The subject of my article made me cogitate about all the interrelated functions I have performed as a university teacher for many years of my practice. It is
biographical and may be associated with a surrymary of my work as a university
teacher within the sphere of educational activity, scientific and research work, as
well as continuous personal and spiritual development. However, its character will
always be open and permanent.
My own educational priorities are the quality of students education and the
systems of values which accompany my educational path in the sense of educating
students and my own permanent education and development.
My first research of my educational practice was of the kind of action research.
My aim was to improve the educational process through using attractive, from my
point of view, teaching strategies, providing emotions to the students, including
various methods, also those supported by media. The main feature of this kind of
research is the openness of pedagogical assumptions and objectives, i.e. the fact that
both the researcher and the subjects consciously agree to take part in the research.
The researcher also cannot eter the cooperation with any prejudiced convictions
about the results. The educator and researcher designs the research himself, defining
its objectives, but the problems and research methods can only be stated during
the project accomplishment. Its results do not only depend on the researcher, and
regardless his efforts to design it in the best possible way or his involvement, the
success of both subjects is only possible if the students get involved and fill it with
contents. It is only then that it becomes meaningful.
Here I will try to classify this research and analyse it from the point of view of
its subject matter.
• Experimental examination for second-year pedagogy students, designed
to test the efficiency of education in Didactics classes, 26 with the use of
single-group technique (action research resembles single-group technique
experimental examination). Second-term students were the group under
examination, and first-term students were the controlling group. At the
end of each term, a didactic measurement was made to test the students'
knowledge and abilities. The elements of module education constituted
the independent variable, or the experimental factor introduced in the
1

26 For the research results, see: Sitarska, B.: Efektywnosc ksztafcenia na zakciach z "dydaktyki", in: Zeszyty Naukowe nr 52, Nauki Humanistyczne. Dydaktyka, Siedlce 1998, pp. 57 - 75
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educational process, 27 mostly based on the students' individual work at
home following the micro-module issues provided by this subject's teaching syllabus. The other independent variable was the systematic control
and evaluation of the individual tasks performed by the students (which
only appeared in the second term). The students were given projects to
do for the next class, together with some instructions of how to do them
(which were not intended to be strictly followed), as well as with a suggested reading list. After the experiment was completed, some evaluating
research of the first- and second-term classes was conducted. The latter
proved the student's increased motivation to get prepared for the classes.
The results of the experiments conducted among the students proved
their increased efficiency in the area of knowledge and ability.

The improvement of higher education due to problem and expressive educational tasks. The test was both quantitative (it was conducted with the
use of a questionnaire), and qualitative. The qualitative tests concerning
educational tasks in teachers' educational process and improvement were
conducted among 2nL5ch_year pedagogy students of various specialities, as well as among university teachers, educationists and psychologists.
They consisted in the recalling by the respondents, both teachers and
students, of the classes and educational tasks which appeared in them,
which were remarkable, concerning a chosen subject in the field of pedagogy or psychology. Next, the respondents were to write a scenario of
those classes. My task as the researcher's was to analyse and classify those
classes, basing on modern pedeutological, pedagogical and psychological
literature. I also conducted qualitative analyses of the educational tasks
accomplished in the classes reconstructed by the respondents with the
use of their typology. I used the elements of well-known theories present
in pedagogy and psychology, mainly of Tadeusz Tomaszewski's theory of
traces and patterns, Wojciech Kojs's theory of educational activity, and
Wincenty Okon's theory of multilateral education. 28

27 For the essence of module education and a manual for university teachers and students, see: Sitarska, B. and others: Moduf: Program Ksztakenia, Warszawa- Siedlce- Olsztyn, 1994
28 For the research results, see: Sitarska, B.: Percepcja zadan dydaktycznych przez student6w i nauczycieli akademickich (na przykfadzie zaJ?i z przedmiot6w pedagogiczno- psycho/ogicznych), WSRP, Siedlce 1998 and Sitarska, B.: Zadania dydaktyczne z pedagogiki w procesie ksztafcenia
i doskonalenia nauczycie/i, Akademia Podlaska Press, Siedlce 2003
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The improvement of higher education due to modern methods and the
media. In some of the General Didactics classes I used the method of
educational games, mainly simulation and staging. In the classes, the students, in groups of five, were to solve some educational problems possible
to arise in a school class or tutorial group. They would prepare scenarios
of such situations, where the compulsory elements were the problem
to solve and the characters, always including the teacher/tutor and students/pupils. The students' task was to prepare the scenario in such a
way that it is possible to role-play the situation. During the simulation,
the actors - students were recorded with a video camera. Next, a videopresentation followed: the teacher-researcher together with the students
watched the recorded eucational material. Then each group discussed
the solved problem and their experiences concerning the role. Alternative
ways of solving similar problems appeared. During the video-presentation,
the second-year students had a chance to test themselves as teachers in
simulation, they got to know and learned new things about themselves. 29
The above tests are qualitative. At the end of these, a survey is conducted
about the examination, and some quantitative analyses are carried out as
well.
Educational biographies of pupils, students, people of various jobs, Third Age
University students; their life-long learning. The tests are mainly qualitative.
They were carried out with the use of an autobiographical inquiry questionnaire and a survey questionnaire, which also requires some quantitative
analyses. The examination is very rich in contents and requires thematic
analysis, as it refers to the autobiographical memory, first remembered
educational situations, the values assented, biggest experiences, self-improvement and many more. 30
• Johann Amos Comenius as an educationist and philosopher on the background of the culture of Baroque. This is the latest research, requiring qualitative analysis of literature, reaching to the origins. Comenius, as one of
the forerunner of life-long learning, inspired me to conduct research into

29 For the research results, see e.g.: Sitarska, B.: Ksztafcenie nauczycie/i nauczania
poczqtkowego wspomagane kamerq video; Sitarska, B.: Zadania dydaktyczne z pedagogiki w procesie
ksztafcenia i doskonalenia nauczycie/i, op. cit.
30 This research has resulted in publishings articles. The research as a whole is going to be
described in: Edukacja szko/na a edukacja cafozyciowa (to be published soon)
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permanent education of people of all ages. The outcome of the research
was an international seminar about Comenius. 31

• Quality of higher education. This research was inspired by my former job at
the Rectorial Commission for the Quality of Education. Every year for nine
years, in a group of three, we organized all-Polish conferences at Akademia
Podlaska. The conference proceedings deal with the research concerning
the quality of higher education, which was mainly conducted in a form
of survey. 32 The research results, described in articles dispersed over the
nine volumes, need organizing in a single volume, which is my further
intention.

5. What follows from investigating my own educational
practice, both for my own (as a university teacher's) and my stu . .
dents' use?
As I mentioned before, my educational priorities are the quality of higher
education and the systems of values which help me make life choices and learn all
my life.
Nowadays, in the age of various crises resulting from the development of
civilisation, transformation processes, social life democratization, globalization, and
other factors, we often feel lost in this ambivalent world, where only uncertainty is
certain, therefore we often refer to universal values. This is true of European education, which is still facing problems connected with multi nationality and internationality as well as each individual human being. The awareness of one s own hierarchy
of values makes life easier, helps make difficult choices and choose one's educational
paths life-long, as well as find the way to educate others.
The advantages resulting from investigating my own educational practice for
myself are, among others:
1

31 see:Jan Amos Komenski a kultura epoki baroku, Sitarska, B.; Mnich, R. (eds), STUDIA
COMENIANA SEDLCENSIA, Vol. I, Akademia Podlaska Press, Siedlce 2007
32 For the research results, see: Sitarska, B. (ed.),Jakosc ksztafcenia w szko/e wyzszej - moda
czy koniecznosc? (2000);Jakosc ksztafcenia w szkole wyiszej - dqzenie do doskonafosci (2001);Jakosc
ksztafcenia w szko/e wyzszej priorytetem wsp6fczesnosci (2002); Nauczycie/ akademicki jako ogniwo
jakosci ksztafcenia (2003); Student jako wazne ogniwo jakosci ksztafcenia (2004); Media i metody
wspomagajqce jakosc ksztafcenia (2005); Nabywanie praktycznych umie)lctnosci w ksztafceniu
kierunkowym (2006); Studia trzystopniowe a jakosc ksztafcenia w szkole wyiszej (2007); Dylematy
edukacyjne wsp6fczesnego czfowieka a jakosc ksztafcenia w szkole wyzszej (2008)
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• Action research results in a desire, even a need of continuous improvement of education through the dialogue with students. The knowledge
about oneself and the students, about the whole educational process, the
accuracy or inaccuracy of the selection of the elements of this process
which one acquires thanks to the research is used in the further research'.
The research of this kind is mainly based upon the subjects' communicative participation. It makes it possible to use of a variety of research
methods, both qualitative, supporting the communication, such as the
method of group discussion or active observation, and quantitative, like
tests or questionnaires. 33 The results of action research are subsequently
used in lectures, as examples for visualizing their contents dealing with the
educational process and its elements.
• Using both quantitative and qualitative tests, I project monographic lectures for students in the sense of objectives, contents and methods. During the lectures, these are the inspiration for new research, mainly action
research, making the students keep searching and have group discussions
after they have solved some teacher- or self-assigned research problems.
• I have developed a greater sincerity and outspokenness towards students,
and probably greater assertivity. It is more and more often a case that I admit: The more literature I study, the less I think I know; the more research
problems I solve, the more new ones arise, with the ideas of their solutions
appearing in my mind already before the "old" ones have been solved.
• The newly-arising research problems appear at students' seminars so that
they can choose some of them for analysis or thematic group discussions.
• Qualitative research based on simulation and video-presentation makes
it possible for me to get hot information about the students, their predispositions to the job of a teacher and their arising competence; it also lets
me learn about myself as a teacher and a human being.
• Biographical qualitative research makes me reAect upon my own life, my
career, educational situations I remember, my teachers, tutors, masters
I have encountered and the role they played in my life. The question frequently arises who I would be now if they hadn't appeared in my life.

33

cit. p. 150

see: Kruger, H. H.: Wprowadzenie w teorie i metody badawcze nauk o wychowaniu, op.
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Teachers' investigation of their own educational practice has enormous significance for their students. Actually, the main reason why teachers do undertake
research work is the students.
Thanks to this kind of research:
• Students learn new contents interspersed with examples taken from educational activity, the results of action research.
• They learn how to communicate with the teacher, both verbally and nonverbally, during the lectures, classes, or seminars. It takes place while they
are totally relaxed, mostly during group discussions or role-playing. They
learn how to co-operate and solve problems in groups.
• Role-playing of educational situations in class or peer groups enables the
students to learn about themselves, to get to know their own predispositions to the job of a teacher and their arising competence; to learn how to
interpret their own and others' behaviour more accurately, and discover
the significance of feedback for both educational subjects.
• Encouraged with the new library catalogues, they more keenly borrow
information from the literature and use it when writing their dissertations
as well as in group discussions, especially in seminars. They also try to apply the recommended literature to their own life: they use the described
educational methods in bringing up their own children as well as use some
of the theories in the communication with their life partners, studying the
literature together.
• Encouraged with the teacher's reports of his research and the accompanying emotions, ranging from despair to satisfaction, they are more eager
to do their own research, both for the classes and while writing their dissertations. They take part in international conferences devoted to great
educationists, such as J. A Comenius.
• They keep searching for values to set the course for their life choices, also
in the sense of life-long learning. They realise the fact that education/
learning of teachers has to take place continuously and this fact is natural.
However, to achieve this they need to have a creative attitude towards
self-development and specific systems of values.
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• They feel partially responsible for the educational process, its course and
effects, for the teacher's and their own success alike. 34
The list of benefits from educational and scientific-research work, both for
the students and the university teacher could undoubtfully be longer. Here I leave
it as it is, stressing the fact that it is still open. However; the most important thingfor
me is the awareness that the choice of my profession was accurate.

34 The results of the research into my own educational practice were presented at the
conference Education in Dialogue and Perspective, August6w, September 2008, as my own research
and cognitive areas
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Action Research in The Service of Challenging
Myths and Stereotypes: a Case Study of Boys'
Education Work in Australia

Action research, the paradigm in which practitioners conduct research on
their own practice, has for a long time considered the critical, social justice questions
of education: How does our practice aid the domination of certain people? How
does it aid liberation? (Carr & Kemmis 1986). Indeed, in his article coining the term
"action research" more than six decades ago, Kurt Lewin (1946) was creating methodological and philosophical means of addressing social strife between minority
groups. In recent years, action research has become popular in teacher education,
in part as a solution to the increasing pressures to provide evidence for teaching
practice under the U.S. No Child Left Behind Act and individual state mandates. One
danger of this wide dispersion could be a kind of technicization through textbooks
(e.g., Hendricks 2006; McNiff & Whitehead 2006; Merrier 2006; G. E. Mills 2006;
Tamai 2003)-a reduction of the paradigm to techniques and methods-sometimes leaving the critical, libratory possibilities of action research absent or marginal.
Still, numerous researchers and practitioners around the world and in numerous
disciplines engage in social justice-focused, critical action research projects.
In this essay, I want to explore one such project, a grant-funded action research project on boys and their writing. In doing so, I want to explore the efficacy
of action research as a means to challenge stereotypes and conservative myths that
practicing teachers hold, in this case specifically about boys. These stereotypes and
myths have negative repercussions for girls and boys alike, and using them as a con-
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ceptual basis for practice leads to too-simple solutions which ultimately re-entrench
gender injustice.
I have previously argued from a theoretical perspective that action research
holds particular promise for topics, like boys' education, that spark moral panic and
political tension (Weaver-Hightower 2005). This study is an attempt to put empirical
data to this hypothesis. I begin with an overview of select stereotypes and myths
that circulate around boys' education. I then detail a study of an action research
project conducted by a group of schools in Queensland, Australia, a project that,
with some framing of boys' issues by a scholar-facilitator, found that teachers were
able to look at the specificities of their students rather than representatives of gender
stereotypes. Such an examination, though, informs us broadly about action research
as a tool within anti-oppressive education of all types and suggests that teacher
educators (and other practitioner trainers) take care to frame the teaching of action
research methods within both practitioners' lived experience and concepts of social
justice. In concluding, I provide some thoughts about the implications of this study
for practitioner educators generally.

Stereotypes and Myths About Boys
Boys and their educational fates have captured a great deal of popular attention and have provoked much hand wringing globally. Popular-rhetorical books
on how to raise and educate boys have littered bookstore shelves (e.g., Dobson 2001;
Gurian 2001; Sommers 2000), giving causes for boys' supposed decline from dishonest or misguided feminists to a dearth of male teachers.1 A similar shift, what I have
elsewhere called a boy turn (Weaver-Hightower 2003), has occurred in academic
and practitioner research on gender and education, too. Even policymakers and
legislators have scrambled to put in place funding and policies to address the perceived shortcomings for the schooling of boys; in Australia, for example, the Commonwealth government recently formulated a national policy on the education of
boys (Australian House of Representatives Standing Committee on Education and
Training 2002), including nearly A$30 million in funding for conferences, research,
professional development, and school-level demonstration programs targeting boys
(see Gill 2005; M. Mills, Martino, & Lingard 2007; Weaver-Hightower, in press). Many
other countries have also seen dramatic attention to boys' education concerns, including England, Canada, Iceland, Japan, New Zealand, and the United States.
1 Popular-rhetorical is the term I have previously given to trade books for general readers
that eschew typical academic standards of research and evidence, instead using popular sources,
anecdote, and appeals to common sense. See (Weaver-Hightower 2003).
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In the rush t~ focus on boys, however, the public, researchers, policymakers, an~ .educators alike have fallen prey to numerous myths, misconceptions, misrecognit1ons, and stereotypes about boys and the lives they lead both personally
and academically. While there are many such myths and stereotypes, a few deserve
special note because they involve central aspects of the panics over boys or they
significantly influence how programs and interventions for boys' education are conducted:
·

• All boys are disadvantaged. Whether explicitly stated or implied by the
absence of qualifiers, many present boys' education issues as if a// boys
were in trouble. Data on boys' achievement and social welfare, though,
suggests that certain boys are far worse off (Epstein, Elwood, Hey, & Maw
1998; Kenway & Willis 1998). African American boys, for instance, have far
worse indicators than European American and Asian American students
(e.g., Schott Foundation for Public Education 2008; Tatum 2005); aggregating data without regard to race, then, skews the reality of which boys
are disadvantaged.
• Boys are poorer at reading and writing than girls. Literacy skills have been
the most intensely focused on aspect of academics for boys. Boys tend to
be slightly behind on tested literacy, though race, socioeconomic status
and other factors influence this (Alloway, Freebody, Gilbert, & Muspratt
2002; Brozo 2002; Fletcher 2006; Newkirk 2002; Ogle et al. 2003; Smith &
Wilhelm 2002). Clearly, though, there are aspects of literacy that boys do
very well in, even better in some instances than girls (Guzzetti, Young,
Gritsavage, Fyfe, & Hardenbrook 2002).
• Boys lack role models, especially for academic behaviors and attitudes.
Often, blame for boys' poor academic and social indicators is placed on
not having male teachers in their classrooms (M. Mills, Martino, & Lingard
2004; NEA Research 2003), particularly at the elementary or primary level,
and not having fathers or male role models at home (Horn & Sylvester
2002). The majority of boys, however, do have male role models; about
20 percent of children in the United States live in a home with a single
mother who has no partner and role models, of course, are found in many
places, not just the home (Horn & Sylvester 2002, p. 19). Regardless, few
studies have shown causation-though there is correlation-between
male role models and academic achievement, instead presenting this link
as self-evident (cf., Dee 2006).
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• "Female" behavior or ways of learning are expected at school and this does
not "fit" boys. Frequently, the assumption is made that boys' brains, muscle
composition, and hormones are radically different from girls, so it is supposedly impossible for them to sit still and "act like girls" as teachers are
said to want (Biddulph 1998; Gurian 2001; James 2007; Sommers 2000).
There is, however, no universally male lear.ning style; while averages may
lean toward active, kinesthetic learning, teaching to averages would leave
out a great number of children. Many girls do poorly at school, as well, so
their sex is clearly not a transparent advantage.
• Doing well at school is stigmatizingjor boys so they avoid it. A more social
explanation is also common for boys' lower achievement: peers will tease
or shun them if they do well in school, so they "play the fool" or disengage.
This is thought to be especially true in disciplines, like English, thought to
be markedly "feminine" (Martino 2001).
These understandings of boys' educational issues are remarkably widespread,
repeated frequently in popular books and media accounts (e.g., Conlin 2003; Tyre
2006; Von Drehle 2007) about boys being in crisis. Parents, educators and policymakers, having been exposed to such messages repeatedly, sometimes operationalize
these myths and stereotypes in their parenting, their teaching, and the policies and
programs they create (Alloway et al. 2002; Weaver-Hightower, in press). Of course,
some of these myths and stereotypes have a grain of truth in very specific contexts
and circumstances, and anecdotes could doubtless be presented to illustrate them;
however, the general application of such notions is misguided-for each also has
contradicting evidence-and has dangerous consequences for children and for social justice.

The Riverside Schools Cooperative Action Research Project
The teachers I worked with in the action research project at the Riverside
Schools Cooperative (RSC; this and all other names are pseudonyms) had clearly
been exposed to similar stereotypes as those above. Boys' issues had been frontpage news (literally) in Australia long before this study was begun in 2003. Indeed,
the federal government had just, in 2002, created national policy on the education
of boys and funds were Aowing to schools from the Boys' Education Lighthouse
Schools (BELS) program, a demonstration program that would hopefully create successful practice for boys from the grassroots.
The RSC is a group of seven schools-one high school and six primary
schools-in a large city in the northeast of Australia. For them, getting funds-about
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A$20, 000 (US$15, 400)-through the BELS grant program was in part a means
of survival and prospering in an Australian context where competition between
public and private schools is increasing. In addition to genuine concern for their
boys, then, the RSC wanted a BELS grant as a marketing point, as a way to improve
performance among a group that made their scores look bad, and as a source of
much needed professional development funds.
Ijoined the RSCs efforts shortly after the BELS grant was awarded to them in
late April of 2003. I was in Australia conducting a critical ethnography (Carspecken
1996) on the formulation of policy on boys' education in 2002 along with the resulting initiatives from it, including the BELS program. 2 The RSC agreed to let me to
do part of my research with them in exchange for helping collect data and writing
their final report to the granting agency. I agreed to this as a means of reciprocity,
establishing a more equal relationship and ensuring the good will of my fellow participants (Maiter, Simich, Jacobson, & Wise 2008).
When I joined the project, there were the not-unusual glitches in starting
a project. Out of the ordinary, though, the project coordinator and principal of the
high school abruptly left his position and a new principal had only just taken over
the school. With report deadlines looming and the threat of losing the grant money
clear and present, the new principal had, with some trepidation, agreed to take on
the project. Much time had elapsed on an already tight timeline for the BELS program, though, and major modifications would have to be made. Now, rather than
taking most of the three months initially allotted to the schools for the projects,
the RSC would have to complete its project in about three and one-half weeks.
Activities would have to be rearranged, teachers would have to make quick accommodations in their schedules, and they would have to do quick research.
The original project's focus on teacher professional development and research changed little with the project's shortening. The main task was still action
research on boys' literacy, and children's book authors would still attend, though
now only the teachers would interact with the authors. Having students interact
with them had to be put off for another time. So, fourteen teachers were recruited
to participate, two from each school. The schedule of events was planned as follows: (a) a university trainer would come and give a half-day workshop on action
research and help the fourteen teachers, develop a plan and research questions; (b)
teachers would collect data on their research questions in their classrooms; (c) an
author of a book on boys' reading would give a presentation after school for the
2 My research in Australia was supported by a Fulbright fellowship. The specific methods
for the larger project are best described in my dissertation (Weaver-Hightower 2006).
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entire RSC on boys and literacy; (d) two children's authors would present separate
workshops to the project teachers on hands-on approaches to developing boys'
literacy skills; (e) the university trainer would return for a half-day action research
workshop, this time focusing on the results of the data collected by the teachers·
and (f) I would interview the teachers about the project and collect their data and
artifacts in order to write a final report. Along the. way I would attend all events,
acting as participant-observer.
From interviews with the teachers, it was clear that the action research
was the portion of the project they approached with most trepidation; all had sat
through professional development sessions before, so that seemed easy, but none
had ever done action research. This was also the projeds first activity, and very little
had been explained to the participants in advance. With the change of principals
and some problems with the E-mail system, communication had been difficult and
sparse.
Still, whatever unease the teachers had about the action research, these training sessions were to be a primary shaper of the project's direction. In his first contact
with the teachers, in addition to showing the teachers some basic data collection
techniques and instruments, the university trainer clearly laid out a (pro) feminist
perspective for approaching boys education issues. Talking about the findings of his
recent government-sponsored work in schools that had done programs on boys'
education, he said:
One school we went to was a Queensland high school that had
had a boys education program, and they dropped it because
what they saw was a whole range of scrapbook changes that
were making no difference to the boys outcomes. And what
they went to was a focus on pedagogy and a focus on doing
things in the classroom, and that was making a difference in the
boys outcomes. They were saying, 'Good pedagogy for both
boys and girls makes the difference.
Some of the common
features of those schools [that were successful] was that they
really had done thorough research into the kids at their school.
They were aware of the 'Which boys? Which girls( approachthat we cannot talk about boys as a whole group across the
State. The boys on Thursday Island are different from the boys
at [Gretna Green] ... to some extent-different pressures on
them. And having to understand issues of [boys'] gender and
class, ethnicity, race, all those issues are very, very clear.... Iwould
1

1

1

1
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imagine there are boys in your schools that are doing fine, right,
and their literacy levels are fine, but that there are boys that are
not fine. You would also have girls that are possibly not fine in
terms of literacy. And there is a big danger of treating all boys
the same or all girls the same or of making assumptions that all
boys are failing, all girls are doing well.
He then emphasized the point by having teachers think about the different
kinds of boys that go to their schools, drawing on the typology work of other researchers who have identified groups like poofters (or, homosexual boys), cool boys,
and swots (or, studious boys) who defy the stereotypical boy of media and public
panics (Connell 1989; 1995/2005; Martino 2001).
The university trainer's early framing of the debate as which boys? set a theoretical perspective that would be remarkably pervasive amongst the teachers when
they later talked about their own action research. As one teacher explained to me,
I guess my initial interest was probably protecting girls' interest, because I was worried about the direction it [the project]
was going to take, but my earliest experience of professional
development was along the lines of Martin Mills, 'which girls
and which boys,' and that's still in some way my philosophy,
that it's more about socioeconomic status and that's certainly
borne out in our research here. (Mrs. Hirst, Gretna Green High
School)
Here we see the exact language of Mills' (pro) feminist critique being used
by a teacher. The two teachers at Point Lookout, a primary school, mirrored this
discourse when I asked them about their philosophy of boys' education:
Mrs. Cargill: I think-- The thing that comes to mind is I think
there are girls struggling, too.
Mrs Trainor: A lot of that came across the last couple of days ... as
well. A lot of people were starting to feel as if we were making
a big deal out of the stupid thing [boys' education) when really
it probably isn't such a big deal.
For these two, boys' education is an overblown topic given the difficulties of
other students.
Clearly the teachers had taken up the theoretical perspective laid out by the
university trainer. This is not to say that some did not already hold this perspective,
but given the dominance of more simplistic and conservative interpretations of the
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problems of boys-that schools and literacy do not fit them, that all boys are in
trouble-having such a perspective hold sway ubiquitously across a large group of
teachers should be instructive. I will explain further below.
The ultimate results of the action research workshop, then, were to formulate
a group project that all fourteen teachers, regardless of their grade level or special interests, would work toward. By the end of that first s.ession, the teachers developed
(though some apparently only went along with) a question to focus their action
research on: How do we (or can we) engage our boys with writing? Why do some
boys engage in writing and not others? It was also determined that, by the next action research session, each pair of teachers would bring a description of their schooL
identify a group of students to focus on, and share some pilot data.
In the nineteen days between action research workshops, the teachers attended sessions with three authors whose explicit focus was issues of literacy and
boys. The first was an afterschool session with a former librarian and the author of
a book on boys' reading. He spoke to the assembled teachers and parents about the
socialization of reading and the social world's impact on whether boys read. Much
like the myths and stereotypes noted earlier, he said that boys have few models of
good literacy, they have limited access to materials that interest them, and they are
teased or otherwise discouraged from reading by peers, parents, or even teachers.
To combat this, the speaker gave a list of guidelines for and characteristics of schools
with successful reading cultures, including creating a school-wide expectation that
boys make reading a part of their lives, developing proactive programs that encourage boys to read, having teachers recommend reading materials to boys, respecting
what boys choose to read, and ensuring that a wide range of reading materials are
available.
The second and third sessions occurred on back-to-back days, each with
a different children's author giving teachers an all-day workshop on boys and literacy,
both focused on strategies that they could use to engage their boys as writers. Both
led the teachers through specific classroom writing exercises that they said would
engage boys. These included, from the first of the two, a poetry exercise that built
from a piece of popular culture (he used a newspaper story about a man having
a nail driven through his head and living) along with a revision exercise that used
details to spice up prose describing historical events. The second author showed
the teachers how to use an ambiguous picture as a writing prompt; how to use
and model the plot triangle that demonstrates exposition, climax, and resolution in
a story; how to use maps of unknown lands to prompt fantasy writings in the vein
of J. R. R. Tolkien; and how to guide students through close readings of children's
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books to show them how to identify motifs and how to use pictures as context
clues.
The focus on boys was not done uncritically in these two sessions. Indeed,
the first author said early in the session, I'm not entirely certain it [engagement in
literacy] is a gender issue. There are, he told the teachers, huge vacillations, swings in
education that often end up throwing the baby out vyith the bathwater; what was
learned in the work for girls, in other words, was being overlooked and tossed aside
in the rush toward boys' issues. The second author also framed the issue of boys'
literacy using pieces of the research literature (Trent & Slade 2001) that noted boys
perceive a disconnection 'with the curriculum. He brought up secondary sources
that deal with the biological dimensions of the issue, particularly brain differences
(Moir & Jessel 1991), but mainly he impressed upon teachers the notion of gender
as constructed by showing historically changing conceptions of what characteristics
were valued in boys, from movies like Little Lord Fauntleroy to Stand By Me and from
illustrations in boys' adventure books by authors like R.M. Ballantyne and Sir Arthur
Conan Doyle.
The teachers reported feeling inspired by the speakers, especially the two
all-day workshops, and several were eager to try the techniques learned in their
classrooms. This would have to wait for most of them, however. They were at the
end of a term and thus weighed down with grading. They were also engaged in doing their action research, collecting data from surveys and informal interviews with
their students. Many were feeling strained by all the work of their regular teaching
duties, taking days out of class to attend the workshops, and, on top of it all, doing
research on their students.
While all fourteen teachers were working on the basic question How can we
engage our boys in writing?, each conducted the action research in their classroom
in slightly different ways. Some simply questioned students while they were working
and recorded their answers, some administered surveys of various complexity, and
some had students produce videos or writings that would explain their thoughts
on boys' engagement with writing. Partly these differences were a function of the
differing ages of teachers' students, but the group project was also intended to em-.
power teachers to research their classroom contexts, customized to their students
and the teacher's instructional needs. Indeed, this ftexibility and customizability is an
underlying philosophy of-and provides the great power of-action research.
To collate and bring order to these differing action research projects for the
purpose of writing the final report, I interviewed Mr. Garfield, the new principal and
the project's coordinatoc and visited each of the seven RSC schools and interviewed
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its two participating teachers. The report I produced used a local solutions to foca/
problems motif that had been suggested by Mr. Garfield in an interview, which also
tied together the action research component with the participating teachers' oftrepeated notion that the focus ought to be the actual problems of boys in specific
classrooms rather than simple solutions given as if all boys were in trouble. I developed from the teacher interviews the supportaqle findings that came from the
teachers' efforts to understand how their students viewed literacy. As written in the
report, these findings include:
• Most of the primary students like to write, even those who are reluctant.
• Many boys write only when they have to, not for pleasure.
• Both boys and girls, even at early primary level, felt that being able to write
well would be a useful skill in future education and in careers.
• There are significant numbers of girls who are also disengaged or in need
of writing help.
• Students' definitions of writing or good writing often conAict with teachers' definitions; students often equated writing with handwriting, neatness, or mechanics.
• Reluctant writers are more easily distracted, often by noise or the physical
discomforts of handwriting.
• Significant numbers of boys have positive male role models of literacy,
both at home and at school. Contrary to expectation, many boys did not
name sportspeople as role models.
• Several teachers found more parental support for their boys' literacy than
expected.
• In some schools, there was little sense that being a good writer was
stigmatizing, while in others some boys disavowed being a good writer
or shied away from public recognition of their academic abilities. In one
school,· teachers observed occasions in which boys' peers actively discouraged them from expressive activities.
• Some teachers were surprised at the larger than expected amount of
sharing of literacy that boys do within their peer groups.
• There was often significant overlap in whom peers nominated as good
writers, and often boys were named.
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• Large numbers of boys and girls enjoyed hearing and commenting on
others' writing, but the majority were reluctant to share their own.
• Several teachers found it more difficult to get girls started on writing and
found the girl's writing stiff; formulaic, and lacking interest. Boys, by contrast, started more easily and took more risks with plot.
• Many boys are reluctant to revise or redraft a piece of writing. The impulse,
the teachers found, was to finish and get on to the next thing. As one Year
5 student put it, I don't like editing because it takes too long and I normally
have to change my whole story because [it] doesn't make sense.
One can clearly see from this list a contrast to the myths and stereotypes
about boys and their education outlined earlier. The teachers, set to work by the
university trainer using the perspective that boys were not all alike, took the opportunity to find out for themselves, empirically and in their own classroom, that not
all boys are in distress educationally as the myths and stereotypes would suggest; in
fact, some boys were doing very well in literacy. They found out that, despite myths
and stereotypes to the contrary, some of their girls were not doing well and were
not particularly better served by the pedagogy or curriculum. They also found that
myths and stereotypes about boys not having role models or peer support for their
literacy were not true for the students that they saw in their classrooms.
Of course, none of these findings was universal and all had contradicting evidence. Still, during the second action research workshop when the teachers came
together to compare what they found, these were generally agreed to be important.
Several teachers expressed an interest in pursuing the topics and strategies implied
by these findings in the future, hopefully, they said, with more time and a more longterm focus. All of the teachers, though, clearly expressed that they felt their thinking
or practice had changed-or at least they felt it would-having been through the
experience of the project.

Implications of the Project for Breaking Down Myths and
Stereotypes
A couple of important issues for my argument deserve note from the RSC's
BELS research project, how the teachers conducted it and their beliefs about it.
First, the project clearly demonstrates the progressive potential of action research as
a tool to combat simplistic, regressive, stereotypical, conservative, and anti-feminist
notions that often circulate within the boys' education debate. Though these brief
projects did not develop whole new pedagogies, teachers clearly had their (some
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might say deficit) notions challenged by the simple act of surveying and interviewing students. Indeed, one of the time honored means of challenging stereotypes
has been to give people direct experience with-empirical information about-the
realities of a group of people. The teachers in the RSC BELS project talked of being
shocked and surprised by findings that boys did have male role models for reading,
that their boys liked writing and liked reading, anq that the boys had passion and
skill with language. Also, the teachers learned concretely through their research that
it is not all boys that have difficulties, and all of the teachers expressed realizations
that they had to constantly ask the common (pro) feminist retort to what about the
boys?: Which boys? Only through the action research would the teachers have come
to these conclusions when they did, and this was partly an antidote to the many
seminars and professional development sessions they had seen (including some for
this project) that expressed panic over boys.
Second, and related to the previous, the theoretical groundwork that is laid is
clearly important to the tone and direction of an action research project. As mentioned earlier, the university trainer brought in to teach the action research process
clearly articulated from the beginning a progressive, (pro) feminist stance on the
education of boys, one that drew on common sense and common experience of
teaching, and the teachers all took it up. While, again, their acceptance of this stance
might not be solely a result of the project, these teachers' ubiquitous attitudes toward determining which boys?-in opposition to the most popular and available
literature, in opposition to the prevailing sentiments in government policy, and even
in opposition to much of the RSC's initial proposal for the project-suggest that the
action research and training for it was significant in shaping their approach.

Conclusion
Education, particularly at the K-12 level, is a profession all too often prone to
fads and trends. Sometimes these pass in what seem like moments, and veteran
teachers are quick to reel off a litany of failed or discarded reform efforts, most of
which dramatically sweep away other reforms that were previously heralded. Often,
too, teachers have such reforms thrust at them from outside, before they have the
opportunity-because their work is constantly intensified and their roles constantly
multiplied-to assess the usefulness of it for their particular students. As a response
or solution to the intensification of their work, many teachers understandably rely
on digests or popularizations of educational research (Cahill 2005), sometimes even
privileging these over their own lived experience. This makes educators in some ways
vulnerable to interest groups, politicians, and ideologues who have vested interests
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in certain practices, who may not have done any credible research on the topic
themselves, or who do not have social justice in mind as an end for their advocacy.
Teachers are not dupes, though. Most are dedicated, concerned, thoughtful,
and intelligent professionals, all capable of seeing beyond the retrogressive movements of political reforms of education and the stereotypes and myths that circulate around them. All they need is time, training, and resources to do so.
This study has shown that action research provides a valuable tool to accomplish the overcoming of myths and stereotypes. For these participants, with the help
of a relatively large grant, they were given extra training on how to do it. They were
given support from university researchers, and they were given time away from their
classrooms to pursue this extra learning. They were also given encouragement (permission, if youwill) to place value on their own experience, not only relying on their
lived knowledge of boys and girls as diverse, but also relying on their own classrooms
and the individual students in them as a key source of data for making pedagogical
decisions. Policymakers, administrators, and action research trainers would do well
to provide these same opportunities and encouragements to the teachers, nurses,
social workers and other practitioners that they work with so that they, too, can
avoid the traps of myths and stereotypes, not only about gender but also about race
and class and ability and sexuality, as well.
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What Would You Put in Your Learning Box?
Examining Student Experiences of Learning

Introduction

In education these days the focus is shifting from teaching to learning, (Ackoff
and Greenberg 2008). The complexities of life in the 21sc century and the realisation
that we are educating children for an unknown future, (Robinson 2004) has shifted
thinking and established the need for children who become life-long learners. The
children of today will need to be learners who are Aexible and adaptable with the
capacity to engage with learning in a variety of different contexts. As technology
increases so the need to develop new ways of working are required and the old
systems of education require revitalisation. 'Learning to learn, is the new mantra
and Claxton (2003) asserts that although academic achievement is important that
a focus on the four Rs of'resilience, resourcefulness, reAection and relationships' are
'the keys for successful lifelong learning,' (nzcer.org). Learners need to be motivated
to learn for learning s sake rather than to just pass examinations. Gardner (1993)
attested that intelligence is complex and different people have different forms of
intelligence. One person may be more linguistically intelligent than another but be
less emotionally intelligent, for example. Ensuring that the children of today engage
and develop abilities to expand learning in all areas of life will be the focus of becoming a learner in the future. Skills, not just knowledge, are the current focus. Teaching
children to think more independently is part of this plan to ensure learning becomes
more enjoyable and children will be motivated to continue developing their learn1
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ing long after they have left school. With 'jobs for life' no longer on the agenda it will
become increasing important for the children of today to find success in learning
new skills in a bid for 'education for life' and becoming life-long learners (Furnharn
2004).

To begin one needs to define what is meant by 'a learner'. How does one
become a learner? Are we not all learners who just. learn different things in different
ways? Are the experiences of life not learning tools? What does one mean by 'a
learner'?
A learner may have some knowledge or skill which they have obtained
through various ways. They may have been taught something, acquired knowledge
through self- study or have gained this knowledge, or skill, by experience. It may also
be a combination of these things. Ackoff and Greenberg (2008) acknowledge that
'there are many different ways of learning' and, of course, there are many different
things to learn.
For example, one may be taught how to drive and be able to pass a driving
test. However, the learning continues after this and varies from the novice to the
advanced driver. The learning experience will be more accelerated for those who
do long distances or drive in hazardous conditions than those who complete a one
mile journey to the supermarket at the weekend. The real learning occurs when
the novice encounters difficulties which need to be overcome, the 'robustness' that
Claxton (2004, p. 89) maintains is necessary for learning in a positive way. Hargreaves
(2004) postulates that learning for life requires learning about the process of learning
and generic skills so learning about learning is as important as acquiring knowledge.
Learning my also occur in less obvious ways. One may observe something
and then attempt that skill or act oneself. In many ways this is how young children
learn - through imitation and trial and error, through experimenting and through
experience. 'They learn not only from what we intend to teach but from all their
experiences,' (Siraj-Blatchford, 2806: 112). Siraj-Blatchford continues to assert that
children need to be in a state of 'emotional well-being, secure and to have a positive self-identity and self-esteem' in order to make progress in learning. This idea of
positivity in the learning environment is a concept which is becoming increasing
important and is central to the new Foundation Phase in Wales.
Irecently had the privilege of becoming involved in observation of a speaking
and listening activity in a local infant school. The children in the class were asked
to bring in a shoe-box containing no more than five items which held particular
significance to them. Observing young children explain what items they would put
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into these 'memory boxes' it occurred to me that a number of these items were
related to both emotional experiences related to loved ones, family photographs
for example, or to some sense of achievement, certificates and prizes. Learning experiences which had been positive were special and significant memories for these
youngsters. They enjoyed telling others about their achievements. 'It makes me feel
good when people listen,' was the comment from qne child.
Reflecting on my own learning experiences it seemed to me that perhaps
my own learning pathways had been moulded by early 'success'. Of course, the
term 'successful' when applied to learning, is fraught with difficulties. How is success
measured? How does one identify a 'successful learner'? Dembo and Beyeler (2004)
believe that successful learners set goals to maintain motivation, plan and organise
their time and prepare for examinations. They, 'take charge of their own learning.[...]
successful learners are not born, they learn to be successful,' (p 275). Success in learning may refer to a wide and varied range of skills and abilities, one may find success
in sporting achievement, or art or music. However, for the purpose of the particular
piece of research explained in this paper I have concentrated only on academic
achievement as a measure of success.
This paper examines explores data from a group of undergraduate students
whom one may term 'successful learners', in an academic sense.

Background
The lessons learnt from observations of the 'memory box' activity in the infant
school, where positive experiences were conducive to learning, were transferred to
the adult world of the undergraduate. The hypothesis was that successful learners,
in an academic sense, would have experienced mainly positive learning experiences.
I wished to examine the influence of these different learning experiences on young
adults. These were a group of 'successful' academic learners as they had attained
sufficient grades to be able to embark on a university course.

Participants
All the participants were undergraduates. Most of these students came from
the locality and had similar educational backgrounds with a small number from
diverse ethnic backgrounds. A total of 52 students took part in the research, three
males and forty-nine females. The majority of these students were in their second
year of university study. All students in Year One were in the 18-21 age bracket.
The Year Two group had the greatest diversity with seven students in the 21-30 age
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group and one in the over 30 age bracket. All third year students were in the 21-30
age group. They gave informed consent for their data to be used in the research and
all comments remain anonymous to protect identity.

Data collection
Students were asked to think about their learning experiences, academic and
non-academic, positive and negative. They were given opportunities to talk to each
other and exchange experiences before being asked to identify objects that they
might put into a 'learning box to symbolise a learning experience. Students were
given a grid in which they were asked to name objects and then explain the experience related to that object and whether it was a positive or negative experience. (As
below.)
1

Figure 1. If you were asked to place items in a box to represent a learning
experience (both in and out of education. What would you include?

Item

Reason for choice

A maximum of five objects was suggested although most chose to write
about only one or two. At the end of the session students were asked to select and
share experiences with their peers in the larger group. This resulted in a new learning
experience for everyone as students shared their stories; sometimes funny, sometimes moving but always enlightening. These learning stories were then analysed for
common themes using a grounded theory approach which Glaser, (2004) termed
a 'systemic interrogation of data. Analysis was 'interpretative calling for 'Aexibility in
design (Strauss and Corbin 1998).
1

1

Results
Data collected showed no evidence of gender, ethnic or age related references. Most students wrote about one or two experiences only, while others filled
the grid with five different items and related stories.
Two main areas of were immediately obvious. Some students had concentrated on personal memories of childhood connected with a person or persons of
importance to them. These were not always clear learning experiences and tended
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to be more nebulous in nature such as the photo of grandparents which indicated
a 'positive learning experience' which was not fully explained.
Others had identified learning experiences from which they had gained
some skill or knowledge. Many of these experiences were of a similar nature which
was not surprising considering the similarity in the backgrounds of students in the
cohort. Some examples from the data were a set. of car keys, a photo of a car, L
plates or a toy car to represent passing the driving test. Examination results, driving tests, music examinations or concerts, sporting events, family life, holidays and
people featured strongly in many grids with 'life-changing' experiences varying from
the death of a loved one to entering university life forming a part of some student
experiences.
Figure 2, below, gives some indication of the categories identified. The categories divided into those based as either identifiable 'learning' or as memories
which had had some inAuence on the life of that student. Although they knew they
were being asked to think specifically about learning this did not seem to make
a difference. One student said, 'I know mine are really memories but that is what
I thought about.' Who is to say that she did not gain some implicit learning from
that experience which inAuenced her thinking?
Figure 2.
Categories of experiences

Learning experiences

School

Personal Memories

Clearly linked to
learning

Nebulous in nature
(emotional)

:..

i
Primary

,f
j

From this diagram one may see the complexity of the strands. The memory
strand was the easiest to define as many of the memories were related to learning
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while others were less clear, such as the girl who went swimming with dolphins as it
was something she had always wanted to do. What she had learned from this is not
explained. One may only speculate.
As expected the majority of the learning experiences identified were positive
in nature with one hundred and seventy-five positive and only thirteen negative experiences recorded in total, but the emotional aspect of learning had a very strong
impact on the memories and attitudes of these students. This clear emotional facet
emphasised the importance of people in the learning equation. The role of the
teacher has been acknowledged as vital in tasks such as learning to read (Fisher, 1992)
and The Times Educational Supplement has a section every week where a famous
personality speaks about a teacher who helped them to develop their talents and
abilities. It appeared from student responses that relationships had a deep significance in both formal settings, where teaching made learning more explicit, and life
experiences where learning was implicit. l(elly (2007, p 10) postulates that 'learning is
ubiquitous - it goes on everywhere, is as much a natural process as breathing, and
for the most part in our everyday lives we take it for granted.' The inclusion of these
types of experiences in responses supports his theory.
When my Mum and Dad seperated (sic) it changed my life as I
grew up quite fast and made me look out for my sister more.

When we moved from Plymouth to Exeter; left all my friends and
had to find my way around a new area and make new friends.
(F 18 -21 age group)
This student had identified the need for emotional security. Being plunged
into a situation over which she had no control forced her to grow up 'quite fast'
and 'make new friends.' The learning in this case was fraught with anxiety which
was underlying the positivity of the adaptation to new places and people. Loss of
relationships was significant to her experiences.
ReAecting on their experiences enabled some students to see how sometimes the negative aspects of learning had a positive effect. One student explained
how she had been upset at having to leave her job due to an allergy but, on reAec-tion, realised that this had enlightened her life as she had embarked on her degree
course as a result. Another student said his item would be an old keyboard. 'Wrote
for school play with it - argueably (sic) the most stressful experience of my life but
learnt so much.' What he learned was not explained but one may assume that
he found some inner strength. This was related to a school experience and it was
unclear whether he had volunteered for the task or whether it was part of his assessment for the year.
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One student, who was partially-sighted identified an eye patch as an item to
put in her learning box.
'I had a bad experience in school, primary and secondary and was always told
Iwas not able to achieve or have the opportunity. This has made me determined to
do all Ican and prove Ican achieve.' This is a clear example of Claxton s (2003) theory
of 'resilience Despite the difficulties and prejudice. she faced this particular young
woman had found determination the inner strength to succeed against all odds.
1

1
•

Conclusions
What is given here is a brief resume of some of the aspects arising from this
survey. The emotional aspect of learning was foremost throughout. Positive memories of learning successes had encouraged most of these students to continue their
studies. This confirmed the hypothesis to some degree although the intricate weaving of emotion into these experiences was an aspect I had not fully expected and
wish to explore further.
The more interesting data featured the negative experiences these students
had endured. Some negative experiences were seen, in hindsight, as positive although
others, such as the memory as a six year old of having detention and missing lunch
for misreading a word, still festered, with the student in question, after several years.
One wonders if some negativity is essential for resilience. Learning to take the 'rough
with the smooth is an essential for life, and possibly, for learning.
Reflecting on Claxton s four Rs of 'resilience, resourcefulness, reflection and
relationships it was possible to find evidence of these strands throughout the responses. These students had sometimes overcome hurdles to reach their goals, finding inner resilience and resourcefulness, and were able to reflect on their learning
experiences in meaningful ways. Resilience seemed to be a pre-requisite for 'success
Those students who had overcome barriers and who were able to see failure as
a necessary part of success were more reflective in their responses.
Relationships were important and often central to these learning experiences.
These students had become successful learners academically and in some cases in
many other ways. This learning about life and development in terms of relationships
with others as well as skills in creative and sporting activities outside the academic
sphere were important in creating 'success for these under-graduates.
As most of the participants were in the eighteen to twenty-one age group it
should be interesting to try the same exercise with post-graduates and more mature
students from different ethnic backgrounds to compare and contrast results. However, the results from this small-scale piece of research has provided much 'food for
1

1

1

1
•

1
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thought' and encouraged me to reAect on the learning experiences we offer to our
students.
This sharing of experiences within the group enabled me, as a tutoc to see
many of my students in a different light. It broadened our connections and I was
able to appreciate the diversity of talent within the group. It provided an excellent
speaking and listening activity and highlighted t~e important in engaging with the
lives of others. It was a reminder that, as tutors, we need to remember the individuals and engage with the individuals in the process and not just the product.
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Research Travels

In post-foundational thought, one epistemologically situates
oneself as curious and unknowing versus the more typical
sort of mastery project. This is a methodology of getting lost
where we think against our own continued attachments to
the philosophy of presence and consciousness that undergirds
humanist theories of agency. Methodologically assuming no
privileged signifier, no exclusivity, no priority or predominance,
here is where the journey of thinking differently begins.
(Lather 2002, p. 2)
Finding myself at home with poststructural notions of the contingency of
knowledge and identity, I then became lost in the terrain of post-informed research.
There is an intentionality to this, as Patti Lather suggests - a working at pushing
away from previous epistemological attachments. The break from foundational
narratives means that familiar understandings of how to do social and educational
research become undone (Stronach & MacLure 1997). Along with this setting loose
of what it means to undertake empirical research in a post-foundational context
comes a felt sense of being lost.
Unlike other approaches to qualitative research for which there have been
innumerable how to handbooks, it is evident in reading the research of those who

THE PRACTICAL SCIENCE OF SOCIETY

224

seek to work the ruins of science, ethnography, and postmodernism itself (Lather
2001b), that conceptions of what it can mean to do post-informed research are
tentative and very much in Aux. This is unlikely to change anytime soon given that
labors to define any right way of doing research run counter to the complicating and
counter-disciplinary effects of poststructuralist theories. As Wanda Pillow (2000)
writes in response to Mark Constas' (1998) call (or the deciphering of postmodern
educational research:
Many postmodern researchers forefront the necessity of continuing to do our work even while making visible the myriad of
ways such work is (un) graspable, (im) possible, (un) intelligible,
(un) knowable, and provisional. This is not a failure of postmodernism - this is the work of postmodernism. (p. 22)
Instead of seeking a distillation of what post-informed research should be,
Pillow suggests turning to working examples to open up what it may be.
As a new scholar interested in epistemological issues raised by poststructuralism, I indeed turned to working examples both as provocation and in response to
my own lost-ness. I worked, and continue to work, at imagining what poststructural
theories might bring to my research, and admittedly, have done some of my own
distillation along the way. Exploring various representational issues raised by post-structuralism, I previously investigated the implications of the shifting and contradictory subjectivity of researcher and researched (Mcl<enzie, 2005). Here I ask how
attempts to respond to these issues in the doing of research through reAexivity,
polyvocality, and reciprocity can mask the sustained authority of the researcher and
in effect continue to position the research as objective. Interested in how social science may be re-inscribed in alternate ways through an emphasis on the written-ness
and politics of research (MacLure 2003), I am also concerned with how social scientific research, as a social construction, remains mutable and can be put to work with
different audiences towards particular ends (Richardson 1997). This paper recounts
some of my travels through this terrain.

Terminology
In this paper I use the term poststructuralism to refer to the theoretical manifestations of the larger cultural shift of postmodernism (Lather 1991). So defined,
various poststructural theories can be understood as jointly raising three main challenges to modern philosophical and methodological perspectives. First, notions of
language as able to transparently represent the world are problematized. Second,
poststructuralism is skeptical of the capacity of metanarratives, supposedly univer-
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sal and absolute truths, to explain or solve the domain of the social, and calls into
question the ability to discern truths about the world. And third, poststructuralism
critiques conceptualizations of identity and agency that include a unified, rational,
and autonomous self constituted by stable characteristics. Following Maxine Greene
(1994) and others who have shifted their working definitions of epistemology in response to poststructural inAuences, I take up this term to refer, not to the search
for a transhistorical truth, but to questions surrounding how we understand what
it means to know.

Representational Issues of Post,informed Research
I turn now to a number of such questions raised by poststructuralism in
the context of how our research affects and (mis) represents the researcher and
researched. This discussion of issues of representation is drawn from a review article
I wrote several years ago (McKenzie, 2005), and which subsequently informed my
doctoral research as I will discuss shortly.
In contrast to positivistic and postpositivistic research, where the researcher
is seen as able to take a more or less impartial perspective as they seek out objective
understandings of the world, poststructuralism highlights the researcher's precarious,
contradictory and in progress subjectivity as consciously and unconsciously framing
the research process and outcomes (Orner 1992). James Scheurich (1997) calls this
shift the embrace of the relativity of the social scientists' positionality (p. 33), while
Kathleen Casey (1995) writes that what is at stake is a fundamental reconstruction of
the relationship between the researcher and the subject of the research ... Increasingly,
an explicit explanation of the researcher's own subjectivity is becoming an expected
part of analysis (pp. 231-232).
Initially resulting in a great many confessional tales focused on unmasking
the subjectivity of the researcher (van Maanan, 1988), Michelle Fine and colleagues
(2000) take up this reflexive turn by suggesting the importance of working the hyphen at which Self and Other join that is, the hyphen that both separates and
merges personal identities with our inventions of Others. This, they propose, means,
... that we interrogate in our writings who we are as we copraduce the narratives we presume to collect, and we anticipate
how the public and policy makers will receive, distort, and misread our data. It is now acknowledged that critical ethnographers have a responsibility to talk about our identities, why we
interrogate what we do, what we choose not to report, how we
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frame our data, on whom we shed our scholarly gaze, who is
protected and not protected as we do our work. (p. 123)
Bringing a poststructural conception of one's own subjectivity to a research
undertaking also suggests a need for polyvocality - acknowledgement of the multiplicity of competing and often contradictory values, political impulses, conception
of the good, notions of desire, and senses of our 'selves' as persons (Gergen & Gergen
2000, p. 1037). Lather (1991) suggests this polyvocality can be achieved by de-centering of author via intertextuality in an effort to demonstrate how the author is inevitably inscribed in discourses created by others, and by weaving together different
speaking voices rather than putting forward a singular 'authoritative' voice (p. 9).
Related to these methodological concerns and efforts around the subjectivity of the researcher, are those to do with the also shifted conceptions of the
researched. The evolving and imbedded partiality of the researcher raises concerns
about the possibilities of being able to speak authentically of the experience of the
Other (Lincoln & Denzin 2000, p. 1051). Indeed, Fine (1994) critiques how researchers
have spoken 'of' and 'for' Others while occluding ourselves and our own investments
(p. 70). In response, many researchers have moved to addressing not only their own
polyvocality and partiality in their research, but also working to give unfiltered voice
to others.
However, given the pervasiveness of the researcher in the research process,
truly giving voice to the researched is a difficult, if not impossible, feat to accomplish.
Instead of the researched being included as garnishes and condiments, tasty only
in relation to the main course, the sociologist (Richardson 1988, p. 205), many have
suggested that the subject and object of the research should be one and the same.
In this way, research avoids both appropriation of the experience of the 'Other' and
the inherent disparity between the writer and the written about (Lather 1991, p. 96).
This understanding of the appropriate intentions of research has resulted in a variety
of research methods which, more or less successfully, have aimed for reciprocity
- a mutual negotiation of meaning and power (Lather 1991, p. 57) - between the
researcher and researched.
Another issue that intersects with efforts to enable the researched to escape
the researcher's subjectivity through self-representation, is that of the subjectivity of
the researched themselves. Many have suggested that the idea that the researched
can truthfully speak for themselves is misguided. Elizabeth Ellsworth (1989) writes,
Pluralizing the concept of voices implies correction through addition. This loses sight
of the contradictory and partial nature of al! voices (p. 312). The subjectivity of the
researched, then, suggests a potential usefulness of interpretation by the researcher
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(and vice versa). Indeed, as Michelle Fine and colleagues suggest (2000), as theorists
we refrain from the nai've belief that these voices should stand on their own or that
voices should (or do) survive without theorizing (pp. 119-120).

The Quest for Methodological Coherence
In my doctoral research Iset out to address these various issues in an investigation of how understandings of student subjectivity play into efforts at global and
environmental education at three secondary school contexts (McKenzie 2004a).
I wanted to take into account the precarious and contradictory subjectivity of the
research participants and of myself the researcher, by collecting data at various times
and through interviews, written contributions, photographs, and video; by de-centering my authority through intertextuality; and by creating a website that would
allow the researched to respond to my representations. I had in mind a research
end product in the form of a mixed genre web-based bricolage, or montage, which
would provide multiple and partial perspectives on the research focus through the
juxtaposition of various text and image excerpts, including from various magazine
and internet sources. In this way I hoped to create a multivoiced and perhaps contradictory text which would aim to critically push thought against itself (Britzman,
2000), causing myself and others to transgress previous perspectives, but without
the sense of resolution that more traditional research findings offer.
However, as I began to work with the data, I found myself stuck: How do
I do this in practice? Faced with the challenge of creating web-based collage out
of hundreds of pages of interview transcripts, hours of video data, and dozens of
photographs, I quickly realized that despite aims of polyvocality, I still needed some
overarching way of making sense of the data. Working with an 8.5 wide canvas,
I needed some way of approaching the data that would enable me, and other readers, to find meaning in it. Iwanted to interpret the data, and also not to close down
the possibility of other readings. Searching the literature without much success for
other researchers who talked explicitly about their decision making processes in undertaking mixed genre research, I resisted returning to post-positivistic approaches
to content analysis that I had used in previous projects.
While still retaining aspects of bricolage, I ultimately decided to approach my
research topic and the data representation through an analysis of the discourses and
.subject positions taken up by students at the three research sites. Drawing on the
working examples of Bronwyn Davies (1993, 1996), Valerie Walkerdine (1989, 1997),
and others, I organized the data through a storied analysis of the discourses that
I read in the interview data. Along with the data presented by discourse, I included
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photo data, interview data, and archival textual excerpts in text boxes throughout
the study in ways that aim to extend, trouble, or are troubled by, my discursive
analysis. While successful in taking some representational issues of post-informed
research into account, the authority and linearity of my discourse analysis seemed
to parallel post-positivistic approaches I had used previously.
Still feeling stuck, I organized a symposi~m (2004b)i entitled, A symposium
on 'working the ruins:' Imagining coherency between research methods and 'post' perspectives. Although realizing my problematic will for coherence, I wanted to work
on, the gap I had experienced between articulated epistemological issues and my on
the ground practice of educational research. Patti Lather discusses this struggle with
the impassable, calling it a praxis of aporia: the tentative, contextual, appropriate,
interventionist and unfinished effort to shift the terrain (Rooney 1995, cited in Lather
2003, p. 262); while Wanda Pillow (2003) asks How do I do representation knowing
that I can never quite get it right?

Social Scientific Post-Validity
Tied to the issues of representation I have already touched on, are those to
do with the legitimation of research informed by poststructuralism. In The Postmodern Condition, Lyotard (1984) asks, Where, after the metanarratives, can legitimacy reside? Denning validity as the conditions of the legitimation of knowledge (p.
673), Lather (1993) proposes four framings of validity which de-center it as about
epistemological guarantees and reframe it as multiple, partiali endlessly deferred - a
nonreferential validity interested in how discourse does its work (p. 675). Imagining
transgressive validity as simulacra/ironic validity, as Lyotardian paralogy/neo-pragmatic validity, as Derridean rigour/rhizomatic validity, and as voluptuous/situated
validity, Lather offers a check-list simulacrum to help in moving towards generative
methodology.
Laurel Richardson (2000) suggests a similarly transgressive validity, calling it
crystallization. Displacing the familiar metaphor of triangulation for the use of multiple methods in an attempt to capture an understanding of a phenomenon, she
proposes that there are far more than 'three sides'from which to approach the world
(p. 934). Unlike the fixed two-dimensional triangle, crystals gro~ change, alter. ..
reflect externalities and reflect within themselves, creating different colors, patterns,
and arrays, casting off in different directions. What we see depends upon our angle of
repose (p. 934).
Familiar with these and other framings of post-informed validity before setting out to do my research, I'm beginning to think my readings of them may have
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contributed to my difficulties in addressing the various issues of representation in
the doing of my research.

A crystallizing science.
In seeking to account for the multiple subjectivities of researcher and researched in a polyvocal, contradictory mixed genre text, had I in fact been attempting to see from as many angles as possible? In working to give multivocal voice to
my research participants, was I imagining I could move aside my authority in the
research? While saying, of course it's always going to be partial, wasn't I actually trying to create a more reAexive, complicated, and thus more accurate, representation
of how things are? As I began to think about these issues, I wondered if my efforts
at mixed genre research were actually working at an unintentional crystallizing science.
While Laurel Richardson intended her metaphor of crystallization to connote
a multi-sided, refractive knowledge; the dictionary definition of crystallization reads,
a crystallized substance or formation; the taking on of a real, concrete, or permanent
form (Gage 1983). Looking back now, I think I became stuck when faced with the inevitability of my research capturing, reifying, crystallizing my focus of study, despite
all my intentions to the contrary.
One well known example of mixed genre research is Patti Lather and Chris
Smithies' (1997) book Troubling the Angels: Women Living with HIV/AIDS. The book
includes transcripts of support group meetings with women with HIV/AIDS running along the top portion of all pages, reAexive text written by the authors running
along the bottom, and historical and medical informational text boxes, as well as images and other angel intertexts, interspersed throughout. Elsewhere, Lather (2001a)
talks about the transcripts which make up a large portion of the book as relatively
unmediated (p. 94). However, following my own experiences exploring mixed genre
research, I realized the extent to which the transcripts had of course been mediated
through choices about how to blend together data from different support groups,
in organizing the data into the thematic chapters of the book. Despite its success
in disrupting linearity and in offering a more complex representation of the lives
of women with HIV/AIDS, the book is still a story told by the authors Lather and
Smithies. Although aiming, as Lather (2001a) writes, to both get in and out of the way
through a mix of interpretation and unmediated transcripts, the authors are unable
to ever be fully out of the way in a research text which retains a powerful residual
realist style narrative (Foley, in press; cited in Lather 2001a, p. 485).
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This all contributed to me thinking about the inescapable vestiges of the realist tale, a term John van Maanan (1988) coined for research which offers a particular
reading offered through the authority of the researcher's framing. In going back
through the literature, I see others have also articulated the underlying crystallizing effects at work in post-informed research, sometimes hidden behind outwardly
transgressive modes of reflexivity, multivocality, _and complexity.
Philips and J0rgensen (2002) warn that representing the world in one way
or another is unavoidable in any production of meaning. In opposition to objective view from nowhere research, they suggest that if one uses one or more reflexive
strategies, the results are positioned as one form of knowledge among other possible
forms ... However, the risk is that the reflexive strategies mask an authority which
the researcher is ascribed and ascribes to herself without acknowledgement (p. 201).
Kamala Visweswaren (1994) also remains skeptical of the assumption that better
methodology will necessarily mean better research (p. 98), proposing that deconstructive ethnography attempt to abandon or forfeit its authorit~ knowing that it is
impossible to do so (p. 79).
Suggesting that polyphony and heteroglossia [are] inadequate solutions to the
vexed problems of voicing, Visweswaren writes, while some programs for postmodern
ethnography call for dialogical or multiply voiced texts, I have opted to see the text
as overdetermined becoming something like an omniscient narrator (p. 75). Norman Denzin (2003) is also wary of textual strategies such as verbatim transcriptions
which allow readers and listeners to assimilate the performance as a realist text (p.
40). Similarly, Maggie Maclure (2003) suggests that despite the search for more 'innocent'jorms of representation in which the voices and concerns of subjects might be
heard without distortion issues of power and authority will always return to haunt
research writing (p. 104).
Rather than understanding these concerns as a divesting of the possibilities
of mixed genre research or any other particular forms of post-informed research,
I then saw them as pointing me away from attempts at a comprehensively reflexive
crystallizing science and perhaps towards a more comfortably partial art of science.

The art of science.
The blurring of, so called, art and science has a relatively long history in the
ethnographic research of anthropologists. As Clifford Geertz (1980) suggests, philosophical inquiries that look like literary criticism, parables posing as ethnographies,
and other such meldings, have become increasingly common across the social sciences over the past several decades. Variously described as new ethnography or
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experimental ethnography, constructivist and poststructural inAuences in the 1980s
and 90s resulted in interpretive and reflexive turns which caused many to shift from
realist to confessional research tales, as I have alluded to already (van Maanan 1988).
More recently, in what Denzin and Lincoln (2000) have called the postexperimental
moment and the post-post period, representational issues surrounding the subjectivity of researcher and researched have tempered. illusions of a solution achieved
through giving voice to the voiceless.
Remaining skeptical of the transparency of all forms of research, a number of
researcher-scholars are helpful in exploring the collapsed duality of science and art.
Off the 'science hook' so to speak Laurel Richardson (1997) writes about how,
Social scientific writing, like all other forms of writing, is a sociohistorical construction, and therefore, is mutable ... Working
with an ideology of doubt. .. the claim that representation is always partial frees us to write material in a variety of ways: to tell
and retell. There is no such thing as getting it right. (pp. 90-91)
Richardson recommends making the facticity of research constructedness
ever present, while Visweswaren (1994) indicates that her response to questions of
research validity has been to offer a decidedly less authoritative account so that readers continually question it as ethnography (p. 70). Similarly, Maggie Maclure (2003)
highlights the written-ness of research. Suggesting that research wants to forget its
own constructedness, she proposes that by foregrounding the crafted nature of
their research representations, researchers can draw readers' attention to their own
presence behind the text. This of course also applies to a broader understanding of
text, as that which can be written performatively in many different ways (Denzin
2003).
Emphasizing that there is no general rubric for this kind of work, Maclure
draws attention to the dilemma that is research understood as writing culture:
... between scientific and personal authority, between mastery
and surrender, between nostalgia for the authentic voice of the
subject and the desire for uncertainty that leads researchers to
override it. It is a problem of a double bind to use [one] of Derrida's phrases - a logical dilemma that cannot be solved because
one can only unbind one of its knots by pulling on the other to
make it tighter (Derrida 1998: 36). Perhaps, then, we need new
metaphors of the relation between researchers and subjects,
such as entanglement, knots, weaves and tissues, that would
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remain within the problematic of the double bind: metaphors
of fabrication in other words. (p. 127)
Visweswaren takes up the notion of ethnographer as trickster to begin to
negotiate this bind. With the art of the trickster being to act as if, the trickster ethnographer mediates between cognitive failure and its success, holding the desire to
know and the desire to represent in tension. The recognition of failure, Visweswaren
suggests, provides the means, as Spivak writes, to question the authority of the investigating subject without paralyzing her; persistently transforming conditions of impossibility into possibility (1990, p. 200).

A counter..sdence.
Finally, wary of a turn towards understanding research as fiction and an accompanying loss of power in policy decisions requiring a social scientific grounding,
Laurel Richardson (1997) suggests taking this opportunity of lost-ness to explore
new grounds of social science authority, partial and limited as they may be (p. 108).
With that in mind, I now move to explorations around notions of a post-informed
counter-science.
Understanding ethnography as a regulating fiction which produces regimes
of truth, Deborah Britzman (2003) suggests that, the reason we might read and do
ethnography, then is to think the unthought in more complex ways. Troubling confidence in positivistic approaches to science, ethnographic narratives should trace
how power circulates, theorize the constitution of subjects through discourse, and
question the belief in representation even as one must practice representation as
a way to intervene critically in the constituitive constraints of discourse (p. 253).
Also proposing post-informed research as a doubled movement of inscription and subversion, Patti Lather (2002) takes up Foucault's (1970) insight that the
human sciences are about 'constantly demystifying themselves' rather than making
themselves more precise (p. 4). Situating science as a discursive event where the inexact knowledges become a field of strategic possibilities, Lather suggests that such
an understanding of the human sciences is more about 'the play of its differences,
its interstices, its distances,' than it is about foundational epistemological claims (p.
5). As a counter-science invested in 'unfold [ing] as broadly as possible' the historical
space in which it has come to rest (p. 5), Lather proposes a less comfortable social
science (2001a, p. 221), which becomes a sort of laboratory toward public philosophy
(2003, p. 11).
According to a counter-science framing, post-informed research can be undertaken not to uncover an objective reality, but to investigate how we construct
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objectivity, or sedimented powe~ through the discursive production of meaning
(J0rgensen & Phillips 2002). Research can be understood as a political intervention
that seeks to challenge) even as it constitutes or reproduces. In this view) validity
can then be assessed) not in terms of truth-telling) but in relation to the role the
research plays in maintaining or disrupting power relations in society. Concerned
with the usefulness of social science research in qeating vision and imagination
for what might be (Fine et al. 2000)1 I am interested in how various approaches to
post-informed research may be put to work with different participants and different
audiences towards particular ends. As Laurel Richardson (1997) writes)
All writing creates a particular view of reality... How we choose
to write) then) involves many major and minor ethical and rhetorical decisions. No textual staging is innocent ... There is no
getting it right about who or what another is; there is no essence
defining what right is. l<nowledge is always situated) embodied)
partial. We are always viewing something from somewhere.
Consequently) the problem becomes a practical-ethical one:
How can we use our skills and privileges to advance the case of
the nonprivileged? (p. 58)
Note: This paper was presented at the American Association for Educational
Research Annual Meeting, 20051 MontreaL Canada.
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Experimental Research of Social Facilitation
in Creative Teaching

Our research study is based on the more recent trends in experimental research of the creativity phenomenon in social and educational sciences.
The creativity represents very important part of cognitive activities of pupils.
The developing of pupil's creativity is one of the central research, problems in present-day educational sciences. From the point of view of solving the theoretical and
practical questions of creativity in general, and in educational process in particular,
are very important experimental research and consistent theoretical analysis of creativity's conceptions (particularly definitions of creativity), creative process, creative
product and subject - in relation to the theoretical and practical problems of creative teaching (e.g. the theoretical starting points, perspectives of creative products
evaluation and methods of creative teaching in modern educational process, etc.).
Creative activities of pupils cannot be studied separately from their social
and educational context. With the respect to the interaction model presented by
Woodman and Schoenfeldt (1990), creative behaviour is the result of the personality- situation interaction. Creativity is inAuenced by the environment - first ofall by
purposeful educational effect - therefore, it can be trained and developed. Creative
potential as well any other physical function may be affected by intentional inAuence, it can by shaped and strengthened.
Research results have confirmed that socio-psychological factors can affect creativity. The impact of group inAuence on creativity is an important part of
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modern theory of social psychology of creativity. The term group influence means
a relatively broad spectrum of ways and means through which a group inAuences
its members - such as, social facilitation, coaction, social loafing, group polarization
and deindividualization, etc. Research of social facilitation demonstrated the facilitating effect of the presence of other people on solving simple tasks and the inhibiting effect on solving difficult or complex tasks (s~ch as heuristic creative tasks). An
important part of research in the effect of social factors on the individual's creative
output is represented by the study of the expectation of an evaluation effect on
creative productivity 1evel. Research findings have indicated that the evaluation factor, as an intervening variable, decreases performance in heuristic and creative tasks
(e.g. by the way of decreasing internal motivation, or by means of averting attention
from the crucial parameters of the task being solved; in other words, as a result of
decreased willingness to take risks in solving a problem, etc.) (Amabile, Goldfarb,
Brackfield 1990; Earley, Shalley 1991; Shalley, Oldham 1995; and others).
Identifying creativity represents one of the problem areas in social psychology
of creativity. Much criticism exists concerning the adequacy of measuring creativity
using the pen-paper methods. Amabile (1983), Szymanski, Harkins (1992), Shalley
(1991, 1995) and others represent the viewpoint that for the purpose of studying
socio-psychological factors, which determine creativity, it is more effective to accept the operational (so-called consensual) definition of creativity- this definition is
based on the agreement of the evaluators of creative products (e.g. according to an
evaluating scale) - rather than search for objective criteria of creativity. Considering
the fact that the basis for the majority of creativity tests consists in the application
of open ended questions, we are of the opinion, that the best method to assess
their reliability is the measure of agreement among the evaluators. Such reliability is
considered equiva1ent to construct validity - if the evaluators agree independently
of each other that a given product is highly creative then it must be accepted as objective and valid (Amabile 1983, p. 39).
In spite of the importance of the issues sketched above, relatively only a small
number of research studies pays attention to the study of the effects of mutual
interactions between social factors and creativity, which can inAuence its 1eve1 in
various ways (specifically in the educational process). An assumption can be formulated that the greatest 1evel of creativity should be manifested in situations in which
people work alone without the evaluation of their creative output and with an aim
of achieving the maximum creativity of solutions.
Presented research study represents one of our numerous experimental
studies into effects and mechanisms through which the observed factors of social
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environment - expectancy of creative products evaluation, presence of other individuals (coactors) during a creative activity, and determination of creative activity
objectives by means of instruction - impact the creative performance.

Research Problem and Hypotheses
As a follow up to above mentioned theoretical bases and results of our previous research projects (Loksa 1998, 2006, Loksa, Loksova 2000, 2005) we defined our
research problem as the study of the effects of socio-psychological factors, which
the theory assumes affect creative behaviour, i.e. - the presence of other people (coactors) and expecting evaluation of the product of creative activity as well as their
mutual interactions at the 1evel of creative output of man. We have formulated the
following research hypotheses:
Hl - Individuals who expect that their performance in solving a creative task
(little structured with an open end), in other words their creative product,
will be evaluated, achieve a lower level of creativity than those who expect
no evaluation.
H2 - Individuals who work alone on solving a creative task (little structured
with an open end) achieve higher creativity than those who work in the presence of other individuals (coactors).
H3 - Individuals who work alone on solving a creative task (little structured
with an open end) and who expect no evaluation of their solution achieve
higher creativity than those who work in the presence of coactors and expect an evaluation.

Methods and Sample
To study the effect of independent variables - the presence of other individuals (coactors) during a creative activity and the expectation of an evaluation of
the creative product (poem) - on creativity, we used the 2x2 factorial experiment,
i.e., 2 (expecting evaluation - no evaluation) x 2 (presence of others - no presence)
with five dependent variables (five criteria of the scale to identify creativity in artistic
products). The evaluation expectation factor was designated as factor A This factor
had two levels in our experiment:
Al The subjects expect an evaluation of their creative product.
A2 - The subjects expect no evaluation of their creative product.
The presence of other persons (coactors) during creative activity was designated as factor B. This factor also had two levels:
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Bl - presence of other people (coactors) during creative activity.
82 - presence of no other people during creative activity.
Table 1 presents experimental conditions represented by all possible combinations of the levels of each factor.

Table 1.

2 x 2 factorial experiment plan
A1 - evaluation

B1 - coactors

I

B2 - alone

A2 - no evaluation
B1 - coactors

I

B2 - creativity

To evaluate the creativity level in artistic products (poems) we used the scale
for the identification of elements of creativity in artistic products (Loksova, Loksa,
1999), while applying the following five evaluation criteria: 1) Expression, 2) Composition, 3) Contrast, 4) Intention, 5) Originality. To evaluate the appearance of these
criteria in artistic products of students and their strength, we used the following
scale: 0 points - the criterion does not appear; 1 point slight appearance, a hint
of the criterion; 2 points - clear, evident appearance of the criterion; 3 points the
criterion appears very significantly and strongly.
The subjects received a task to work individually on writing of poems. The
poem was a simplified form of unrhymed poetry consisting of five lines: tine 1 is
a single noun; line 2 consists of two adjectives describing the noun; line 3 consists of
three verb forms relating to the noun; line 4 contains any number of words- a phrase
or sentence about the noun; line 5 repeats the noun of line 1 (Amabile 1983). Prior to
the beginning of the experiment the subjects received standard instruction, varied
only for individual experimental conditions. After the initial instructions, subjects
were presented with two examples of poems, created by this method. All subjects
were provided with the first line of the poem - they were to write the word Love
- in an effort to reduce variability and to make the judging task somewhat easier.
The poems were evaluated by six independent evaluators. The score was created by
calculating the mean points received for individual criteria for each artistic product
(poem).
The sample consisted from 80 three year students (female) at the Faculty of
Education of the Catholic University in Rufomberok, specialization Slovak languagefine arts. The overall mean age of the subjects was 21, 2 yrs. The experimental groups
were equalized in the age and in gender indicators. The subjects were randomly
divided into four experimental groups so that for each experimental condition there
was an equal number of subjects - 20.
For the statistical processing of the results of the experimental study we used
the multivariate dispersion analysis (MANOVA) by means of which we tested the
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effect of independent variables (factors of evaluation and coaction) on dependent
variables (five criteria of the scale to identify creativity in artistic products) as well
as their mutual interaction effect. The measure of agreement between the independent evaluators was determined using the agreement coefficient (K) (Snedecor,
Cochran 1972). The research project was carried out in the year 2006.

Results
The results of multivariate dispersion analysis presented in Table 2 showed
that expecting an evaluation of the creative product did inAuence the complex
variable - the subject's creativity level - represented by a complex profile of five
criteria of the artistic creativity identification scale. A comparative analysis of the
mean values confirmed that in all creativity criteria groups working under the experimental conditions without an evaluation of their creative products scored higher in
creativity (the highest in originality by 0, 925 points). These findings confirmed the
H1 hypothesis - individuals working under the experimental conditions without
an evaluation of their creative product (poem) scored higher in creativity. Results
of statistical data processing did not prove a significant effect of factor B on the
subject's creativity level as regards the profile of all creativity criteria simultaneously
(i.e., no significant differences were found in the creativity of subjects working alone
and those who worked in the presence of coactors). Neither did the interaction of
factors AxB have any significant effect on the results of the experiment (creativity
level as a dependent variable).
The analysis of the results of the multivariate dispersion analysis for individual
dependent variables (Table 3) showed that in all five creativity identification criteria
the main effect of factor A was confirmed as statistically significant. The effect of
the coaction factor was confirmed as statistically significant only in case of originality. This finding can be interpreted as a positive effect of creating poems alone
on increasing the originality of artistic products. This fact partially confirms - even
though only in one of the five complex creativity criteria - our H2 hypothesis.
The interaction relationship of the AxB factors in all creativity criteria under study, except for originality, has proven to be statistically non significant. The
statistically significant value for the originality criteria (p = 0, 041) indicate that the
due to the mutual coaction of the factors, the interaction effect can contribute
positively to the increase of originality of the artistic products (poems). The LSD
test of the AxB factors interaction also indicated a positive effect of the AxB factors
interaction on the originality level of the poems. Thus, they testified to the fact that
effect of factor A2 - no evaluation of poems - is more pronounced in situations
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where people are doing a creative activity alone rather than in the presence of other
people (coactors). These findings, although only in one of the five originality criteria
under study, confirmed the H3 hypothesis.

Table 2 Statistical significance of the effect of the factors under study and their
interaction on creativity (all criteria at the same time)
Variable

F

p

Evaluation

8,692

0, 000 ***

Coaction

1,321

0, 112

Evaluation x coaction

0,622

0,339

Table 3 Statistical significance of the effect of the factors under study and their
interaction on individual creativity criteria
Variable
Creativity
criteria

Evaluation x
coaction

Coaction

Evaluation
F

p

F

p

F

p

Expression

6,356

0,027*

1,513

0,219

0, 233

0,598

Composition

4,812

0,039*

1,223

0,421

0, 192

0,722

Contrast

4,223

0, 021 *

1,332

0, 292

0,266

0,542

Intention

0,338

0, 038 *

0,095

0, 811

0, 114

0, 846

Originality

25,075

0, 000***

8,445

0, 009**

4,256

0, 041*

Legend:

* p < 0, 05,

** p < 0, 01,
F Fischer test value
p - significance level

** p < 0, 001

The results of statistical data processing quantifying the measure of agreement among independent evaluators have shown that the evaluators, in evaluating
the creativity of artistic products (poems) according to the particular criteria of 4point scale, agreed in expansion 69, 1% - 88, 1% of the cases (p = 0, 691-0, 881). The
highest agreement - 88, 1% - was in the originality criteria. Testing the statistical
significance of agreement among the evaluators illus-trated that the corresponding
values ,,z° go far beyond the critical value (e.g., I<= 0, 881, z = 12, 089 in the originality criteria). These findings indicated reliability of scale for evaluation of creativity
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products (poems) and confirmed objectivity and validity of applied method for
identification of creativity in framework of existing experimental conditions.
The analysis of the presented research study results confirmed a significant
effect of the evaluation factor on creativity level. The effect of the coaction factor
and the interaction effects of the AxB factors showed themselves as statistically
significant only in the originality criteria. The results1 characterizing the measures of
agreement among the evaluators, indicate that their evaluation of creativity is relatively reliable and objective, given the conditions. Furthermore, evaluating creative
products (poems) can yield a real reporting value in terms of the objectivity of the
scale evaluation. Our findings correspond to the results of Amabile (1983), Harkins
(1987\ Harkins, Szymanski (1989), Szymanski, Harkins (1992) and others, which confirm the negative effect of expecting an evaluation of creative activity products on
creative performance. The findings concerning the positive effect of working alone
(without the presence of others) on the originality level of the artistic products, correspond to results of our previous researches, and with the results of experimental
studies done by Amabile (1983), Baron (1986), Geen (1991) and others.

Conclusion
The findings of a comparative analysis of our numerous research studies' results, car-ried out in last ten years, in which various groups of subjects (altogether
above 500) were taking various instructions_and were solving different experimental
tasks, have confirmed importance and necessity of experimental research in educational sciences (Loksa 1998, 2006, Loksa, Loksova 2000, 2005, Loksova, Loksa 2003).
From the methodological point of view of experimental research of social
facilitation in creative teaching, we consider it interesting, e.g., that our findings of
a negative effect of expecting an evaluation (and in the originality of the collages and
poems negative effect of coaction as well) on creative performance was confirmed
in the various groups of subjects consisting of students in natural sciences, and in
humanities as well. The findings of our experimental research studies indicate that
in case of non structured heuristic type task (creating a collage, or write a poem, or
generate possible use of knife, and so on) the solution (creative product), in terms
of the effects of the socio-psychological factors under study (expected evaluation,
coaction and instruction determining objectives of creative activity) on creative
output, is basically not dependent on a certain specific skill. We can state that our
research findings support conclusions presented by many relevant authors, that
consensual techniques can be presented as a valid method for measuring creativity
of products in various areas of human activity.
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Individuals expecting evaluation of their creative products, or those ones
given the creative activity objectives to maximal productivity of performance by
instruction, proved to be less creative as individual not expecting the evaluation,
or those ones set out to maximal creativity. Our findings correspond to the results
of Amabile (1983), Amabile, Goldfarb) Brackfield (1990)1 Shalley (1991, 1995) and
others) which confirm the negative effect of expecting an evaluation of creative
activity products and positive effect of instruction determining the objective of
creative activity to maximal creativity in creative performance. These results of our
experimental research studies made us possible to create - in analogy to Harkins's
(1987) two-dimensional model of coaction activity and social loafing - a original
two-dimensional model of coaction activity and instruction determining the objective of creative activity (to maximal quantitative creative performance) or to maximal qualitative creative performance). The proposed model describes the creative
performance of individual as the effect of instruction determining the objective of
creative activity in the framework of coaction surroundings. In framework of this
model can occur four basic conditions: 1. A/IP - subject alone) instruction on maximal productivity (quantitative performance); 2. C/IP - the presence of coaccors1
instruction on maximal productivity (quantitative performance); 3. A/IC - subject
alone, instruction on maximal creativity (qualitative performance); 4. C/IC - the
presence of coactors1 instruction on maximal creativity (qualitative performance).
Experimental research findings of the negative effect of expectation of
evaluation) coaction and instruction determining the objective of creative activity
to maximal productivity on the creativity level of the subjeds creative products1
represent not only an experimental contribution to the formation of a theoretical model) which would help to explain the action of social environment factors
on creative performance) they also have an important impact on socialization and
education practices in schools and at work. The obtained research results can be
a contribution) in addition to the developing of theory of creative teaching, e.g. in
to the area of elaboration the principles and practical construction of programs for
the developing of pupWs creativity. These programs are often focused on cognitive procedures supporting creativity development) paying little attention to the
another aspects of creative process. Evaluation of performance represents a very
important factor of educational and working process. Our experimental findings
are confirmed that such school in which the pupils have no fears from evaluation
of their creative performance) will support the developing of their creative working
activity and the increasing of the creativity level of their creative products a problem solutions. E.g. from the point of view of creative teaching's effectiveness is very
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important to create and to use a very objective and responsive system of student's
class work and mainly of creative products evaluation and state an educationally
a didactically adequate aim for the pupil's creative learning activities. In relation to
the findings of our experimental researches, which have confirmed the negative
effect of expectation of evaluation on the level of creativity, we were be able to formulate some important principles for the evaluatiori of creative products of pupils
in creative teaching - the evaluation would be more holistic, complex, intuitive (not
detailed and categorized). In coherence with these deductions, based on findings of
our experimental research studies of social facilitation in creative teaching, we recommend to prefer the using of qualitative (e.g. portfolio) method of evaluation of creative
products, than quantitative methods (such as e.g. number classification).
Our main conception of creative education is established on the basis of the
humanistic education's principles, oriented to pupil (student), as subject of education. On the base of results of our numerous experimental researches in the area
of social facilitation, methods of creative teaching and of the developing of pupil's
kreativity in teaching, as some of the most important parts of the theory of creative
education, we have presented the original theoretical conception, principles, definition, and explanative model of creative education (Loksova, Loksa, 2003, 2004).
We have formulated the following definition of creative education: The creative
education is the complex of mutual interactions of teacher's, pupWs and school's
environment creative activities, realised in the process of school education, aimed
at creativization of contents of teaching materials and curriculum, with the exploitation of modern and creative didactic forms and educational instruments in the
teacher's strategy of teaching.
We know, that many issues, considering the above, have thus remained open
or merely hinted upon. A broader generalization of our results would require still
more extensive research particularly a larger sample and the use of additional types
of experimental tasks, which would detect a greater variety of effects of social variables with respect to the application of different types of creative tasks, creative
products and methods of creative teaching. We are of the opinion, however, that
several of our findings can be an impetus for further discussion and research endeavours.
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Deconstructing Research Practice

Choosing to explore the stories of which Iam part, which I help create, which
create me, is a radical undertaking. By radical, I mean going to the root. In exploring
our stories of being environmental educators, I am going back to the roots of our
social constructions. I did not realize how radical this would turn out to be when
I started but, once I committed to this approach, I could not be partially radical.
Partially radical is not radical.
Digging at the roots of my construction of myself as an educator led to the
digging at the roots of my construction of myself as a researcher. This meant exploring all the normalized procedures, practices, templates, frameworks and forms, and
making deliberate choices after reAecting on issues of power and privilege that arise
out of oppression based on race, gender and class, amongst other things.
This approach also matches the description of a radical as someone with
both feet planted firmly in the air. This aptly describes how I felt - sometimes Aying freely away from the weight of prescriptive methodology, but at other times
nauseated from the regular freefall of this approach and the occasional gusts of
self-doubt. Borrowing from Joni MitcheWs lyrics, Lorri Neilsen (2004) evokes elegant
cloud imagery when she describes this as groundless theory. She points out that,

inquiry is liminal space; knowing is liminal space ... our challenge is always to find
grace in this way of being, this in between state. She quotes Rumi (2001, p. 21), Be
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crumbled, so wildflowers will come up where you are. You've been stony for too many
years. Try something dfjjerent. Surrender (p. 46).
'Focus, focus, focus' was an important message I took from my first committee meeting. In this context, keeping a focus meant continuously exploring
the stories of myself as an environmental educator and as a researcher. In order
to keep from recognizing as environmental educ?tors only those people who are
white, middle-class ecologists, I kept the search for participants broad. As a white,
middle-class ecologist, I would be continuing oppression if I used definitions that
already normalized environmental educators or were based on a white idea of other
(P. McLaren 2000). I kept the criteria focused, looking for participants who have
a social critical perspective on environmental education. Immediately Iwas working
a tension within/between keeping a focused but broad approach.

Surrendering to a focused, broad participant search
My pre-recruitment ideas about potential participants included criteria such
as age and specific teaching experience. I thought that participants would be best
able to engage in this inquiry if they had five or more years of specific environmental
education experience; this would give them sufficient experience on which to reAect.
They needed to work or have worked in situations where they had to deal with the
mainstream. Otherwise, how could they reAect on resisting the mainstream? I was
also aiming to recruit a diverse group of participants as so little research seemed to
do this.
As people contacted me expressing their interest, Ifound that Iwas reluctant
to answer their questions as to whether they were who I was looking for. I had earlier realized that my working definition of environmental educators made me blind
to some of the existing diversity. I did not want to exclude anyone based on any
continuing blind spots I might have. Instead, I told them that if they felt they were
an environmental educator who had a social, critical perspective and they wanted
to explore their stories with me, I was interested in their involvement. I indicated
that I was trying to recruit a diverse group of people, but I did not tell anyone that
they did or did not fit into that selection by virtue of their gender, their apparent
whiteness or other seemingly obvious characteristic of identity. Here was another
place of great tension. Iwanted to take up Peter McLaren's challenge to denaturalize
whiteness by breaking its codes and the social relations and privileging hierarchies
that give such codes normative power (2000, p. 155). To do this, I felt that I could
not define race - especially as defined by white non-race - as the sole criterion for
potential participants (cf. Frankenberg 1993).
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Some potential participants seemed to lose interest when I was not specific
about these guidelines. I was unsure about including a couple of people who talked
about trying to make environmental education more mainstream, as I was talking
about resisting mainstream influences. However, I felt that their perspective might
have great potential in deconstructing the concept of mainstream and perhaps we
were expressing the same concern in different words. Age was another issue that
I explored in the recruitment process. I wanted to make sure this inquiry was primarily based on lived experiences rather than on read theory. I articulated these criteria
to a couple of potential participants, asking them to assess whether they would be
primarily reflecting on theory or practice. I ended up turning away one person who
was quite interested but felt that she did not have any specific experience from
which to reflect. However, a couple of other people argued convincingly that their
experience, albeit of fewer years, would be important for this inquiry because they
felt that they had always had a social critical perspective and, as relative newcomers
in their place of work, they usually felt at odds with the well-established mainstream
forces at play there.
Recruiting for participants and trying to take a participatory approach created another tension in which to bump around. Despite my attempts, I had not
managed a way for co-participants to earn comparable university credit (as suggested by Fischer 1997).1 wanted to co-develop the specific research process so that
co-participants would have more power and ownership within the work and gain
much from participating. It seemed likely that participants might be doing research
in this area and therefore, jointly, we could construct some of the research activities
to be used in other such research projects. As it turned out, five participants were
graduate students or university lecturers at the time of this research. So, although
merely wanting to be part of this research could be interpreted as a superficial reason to be chosen as a participant, I chose to view people who wanted to be part of
this research as knowledgeable and self-aware individuals whose desire to participate
indicated their social and critical perspectives in environmental education and their
ability to shed light on this quest.
I have included a great deal of detail about where and how I recruited participants. I have two purposes in mind, both related to the fact that very little research
in environmental education gives voice to people outside dominant cultures (James
2003; Wane & Chandler 2002). I want to acknowledge this as an issue that is often
silenced by brief statements about limitations of research studies. By seeking other
voices and then ultimately focusing on my voice, I may have betrayed this goal.
However, I offer this unintended betrayal openly for scrutiny.

THE PRACTICAL SCIENCE OF SOCIETY

250

James (2003) asks, ,,Can a researcher adequately research racial or ethnic
groups other than their own (p. 75)? This question is constructed on the idea of
stable racial and ethnic identities. I think the question should be, Can a researcher
adequately speak for anyone but herself? In this research, I decided against interpreting the meanings of co-participants' stories so I present large sections of stories in
their exact words from transcripts. But I ask mysel~ have I not interpreted their stories at least minimally because Ichose and arranged them to present? An alternative
possibility for this research would have been to work with the meanings that these
people have made of their own stories through this collaboration and our collective
meaning-making stories. This process would have represented a fuller collaboration
than the present project and would mean that we would look to fully sharing the
authorship of this work. Of course, that would have meant a significantly greater
commitment of time on everyone's part.
Acknowledging that there are multiple truths in any situation, and that Icannot begin to know any other than my own, has direct implications when I return to
the question of how to do social critical environmental education. Invariably I will
privilege my own truths. How can I live anything but my own truths? If I acknowledge the limitations to my truths (my knowledge), then I invite other people to
share their truths and, through this self-reflective collaboration, knowledge can be
created and actions taken that support a larger community of truths. These col le<:
tive truths are therefore more likely to be more equitable and just than when only
one person's truths are recognized.

Research methods by ear
In the discussion of influences on development of identity, I wrote about
learning to play music aurally or by ear. This experience has had a huge impact on
my perception of myself and has widened my sphere of listening. Working with
my memories and reflections, as well as those of co-participants, provoked further
learning about listening. Visualization interviews, analytic illustrations and the various activities at the research retreat were all powerful tools for listening that helped
uncloak hidden privilege and assumptions, as well as strength, hope and joy.
I was surprised at how well the visualization interview, in particular, brought
out intimate stories. The longer I reflected on these stories and the trust that coparticipants placed in me, the more overwhelmed I felt. I felt a great responsibility
to take care of these gifts of stories, and to treat them (the stories/narratives) and
the givers well. I endeavoured to respect co-participants by starting with their stories and adapting research methods according to their stories and specific advice.
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Moreover, I tried to unpack my stories by being aware of/sensitive to the resonance
from their stories. I realized that reAecting on my own stories in isolation was not
enabling me to deconstruct them. Lather (1994) had warned about buying into the
faith in the powers of critical reflection that contradicts the limits of consciousness
(p. 50). This type of listening has been an important site of learning for me, but also
creates a troubling tension of unmasking my privilege and the stories that permit
me to be blind to my continuing creation of my own privilege and power within
this research.
For example, as a researcher Ihave been attentive to opportunities for drawing
out and capturing conversations and questions to create knowledge that supports
social justice. While I am conscious of being on a postmodern journey to collaboratively create and highlight multiple truths rather than discover The Truth, I struggle
with the compelling ideas of rigour and validity so long espoused as elements of
good research. I tried to find a way to satisfy my problematic (but very real) desire to
feel that I was doing good research without interfering with my commitment to do
respectful research. However, listening well - listening to multiple ways of knowing,
to myself and to research partners - takes time. In seeking a consistent approach
across participants, I took insufficient time to listen well and speak appropriately
during all parts of this research. Lipsett (2001) warned about such mistakes: Misused,
words can have a sort of taming effect, which makes us a controller of an experience
rather than a participant or better yet co-creator of it (p. 38).

Reflections on/from images
After I transcribed the visualization interviews, I drew images of the ideas,
metaphors, and questions that came to mind upon my first reAections. Rather than
being an analysis of what each person had told me, these represented what had
resonated with me after meeting with each person. The inAuence of co-participants
had a cumulative effect on my thinking so some illustrations sprung out of previous
participant conversations rather than the one I had just transcribed. In addition,
some of the images represented an initial missing of an important idea raised, a misreading of what someone meant, or a hurried over-generalization. As dian marina
wrote, the 'messy' layering capacity of drawings can be a reminder of the 'untidy' way
we experience reality (1997, colour plate).
I did not have specific plans to use drawings to tease out my thoughts or assist the analysis. But when Iinitially read over the transcripts from the first interviews,
I was struck by how embedded, inter-related and connected are the inAuences that
affect our sense of self, environment and education. How I see myself affects how
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I see the environment: Am I part of the environment? Is the environment outside
of me? How I have experienced the environment will affect my idea of self and
education. My education inAuences how Isee the environment and who/what Iam.
In other words, experiences, emotions, and stories - things that inAuence us - act
holistically to help create our complex and ambiguous truths.
Although I felt comfortable drawing my r~Aections, I did not feel comfortable asking anyone to read the illustrations without written text. I had believed that
I was working toward supporting complexity and ambiguity in the research, but
I felt compelled to accompany each illustration with a letter that explained what
I had done and a statement about what the illustration was trying to convey. Four
months prior to the research retreat, I had participated in a workshop exploring
community mural-making through York University's Faculty of Environmental
Studies and The Catalyst Centre, run by Sergio Valdes Rubalcaba of the Universidad
Atonoma de Mexico (UNAM). Here I learned about brainstorming with wordless
images. However, in the context of research, the concept of communicating in such
a way seemed confusing rather than complex, and the ambiguity seemed too great.
I had forgotten the lessons about meaning-making and wordless images: the potential meanings constructed by the viewer are less confined/controlled by the artist
when the meaning is not presented in written text. Text can also be quite frightening (Happonen, in press) especially when, in some cases, I did not choose my words
carefully enough nor anticipate the potential reaction to my words. Nevertheless,
I gave each co-participant a copy of the reflective illustration connected to their
interview and asked them to comment on my reAections.
Rather than seeking advice from participants on the possible implications of
this action, I trusted my intuition and gave everyone a reAective illustration and accompanying letter that I had created from my resonance with their initial interview.
As the researcher, I had the privilege of deciding when to seek advice and when to
follow my own feelings without further consideration. In hindsight, I realized that,
had I acted as if co-participants were co-researchers as I had initially envisioned,
I should have sought advice from them on this matter. Undoubtedly, someone
would have had specific knowledge and experience with similar approaches to help
me consider such issues as how questioning of myself might be perceived as a questioning of others, and that misunderstandings of participants' long cherished stories
might be offensive or hurtful to them. The very act of asking might have reinforced
their power to read me as a co-participant/co-researcher struggling to understand
my stories rather than the researcher judging theirs.
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In reassessing how I used these illustrations, I was dismayed to find that
my actions mimic Convery's (1999) description of privileging self-construction as
a principled and sensitive self struggling against oppositional forces (p. 135). However,
unlike the researchers that he suggested were obliged to accept the overt stories of
participants without question, I made deliberate attempts to destabilize stories to
get to what they might conceal. I see that I was ju~gmental of some participants'
stories. I am ashamed to admit it but, by not taking enough time to consider the
importance of these stories and of how participants might read what I had originally
envisioned as self-reAections, my actions were hurtful in some cases. Conversely,
ignoring or being superficial with other stories may have been equally disrespectful.
I had thought that I was focusing on disrupting my stories, when in practice I was
also challenging the stories of participants. When one of the co-participants showed
me what I had actually done, this ultimately destabilized both my story and the process of this research. This revealed much about me as an educator and a researcher,
and resulted in a change in this inquiry. But does that make the outcomes morally
defensible? I offer the spiralling story tellings and retellings in the hopes of recruiting
the reader to join the attempts at deconstructing my stories and understanding the
moral stories evoked.
One of the prime reasons for sharing my illustrations and beginning
thoughts with each co-participant was a concern that Iwould offend or disappoint
someone if Idid not have anything to say in reference to his or her stories. However,
by sharing the over-simplified, rudimentary first reAections of the individual interviews, I unintentionally offended, which is why I took a great deal of time before
I presented much of this text to the participants. I wanted to take care and put
a great deal of thought into what stories and fragments of conversations I chose
to use. A tension arises out of my power and privilege within this research to make
these choices. I only used quotes and paraphrases that were approved by co-participants. However, I made the initial selection for them to consider. I deliberated
on what co-participants had offered as important for environmental education:
namely partnerships (Sarah); coming together in stewardship (Christine); and engaging collectively (John). I take these themes to be important for research also.
However, every time I thought about sharing developing ideas and inviting further
input before the first draft was completed, I thought of additional things to analyse
and write; Ifelt that I had not done sufficient work to honour participants and their
contributions. I felt that I would be asking more than I was giving and I could not
forget that we had formal written agreements that did not include using more of
their time to help me get another degree.
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Christine Grant (2003) discussed this same challenge when crying to create
music collaboratively with other jazz musicians; you have to offer skilled playing and
quality musical ideas to be able to receive music from others. Listening well and being a good sharer of time is only pare of the collaborative contract (Grant, 2003). This
was especially important as I began to realize that this research endeavour would
primarily explore my stories, not those of the co-participants. I needed to make
sure I fully considered the implications of this decision, for although attempting to
present the meaning of participants' stories would be an abuse of power, it would
also be abusive if I contributed to participants feeling ignored or silenced within our
collaboration.
Allowing volatility and acknowledging mistakes are important ways to make
it safe for other people to make mistakes and for welcoming alternatives to the
dominant mainstream stories of research and environmental education. However,
admitting mistakes is not an excuse for carelessly making more especially when
working with the sacred stories of participants. According to Jerre Roberts (www.
tejasstorycelling.com/faith.html), sacred stories can be thought of in multiple ways:
a container that holds our heritage and our histor~ our faith and our hopes, our
values and our visions; a connector that links us to our past and to those who went
before us; and, mirrors that reflect our experience, hopes, dreams. Our stories may indeed be sacred, but chis sacredness does not mean chat Ishould reinforce all stories
uncritically, especially those with potential (or history) of being oppressive. Manji
(2003) asks why she should not expect Muslims to be interested in confronting
oppression within fundamentalist interpretations of Islamic practice. She suggests
that in making these challenges we should focus on our own implication in the oppression, and also to be wary of the soft racism of low expectations that some sacred
stories are not robust enough co survive such scrutiny (Manji, 2003).
I cell many of the same stories as the other participants, so focusing on
how I am implicated in oppressive parts of stories does not necessarily remove me
from the problematic position of critiquing other people's stories. The focal point
then becomes how do Iexplore these stories. Form of communication is important;
in-person conversations allow for instantaneous appraisal of the emotions involved
and evoked but written or drawn communication does not, and the permanence
of the latter allows hurt to be relived upon subsequent readings or viewings. As well,
meanings of common stories may not be common or as sacred from one person
to another, so out loud musings may not be appropriate to share. I found that I was
less careful with the stories whose details were closest to my own stories because
I assumed the meanings were the same as those I made. Conversely, I may have
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been too superficial in the exploration of other stories. This tension was not easy
to work within, but asking why and how I explore a story and what might be the
implications of deconstructing this particular story at this particular time, helped
me. Once I had carefully made my way through this tension, I could ask approval
from the participants for using their stories without too much worry that I would
offend them or require a great deal more of their tim.e and effort.
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SLOVENIA

Qualitative and Quantitative Research
on Adult Learning Activities in the Context
of Their Social Networks

This paper looks at the extent to which the adults in Slovenia are involved
in their local environment and the consequences for their learning. It shows the
influence of such social network elements as the neighbourhood and certain community organisations. Learning activities includes formal and non-formal education
as well as adult informal learning. Education contents, their degree and methods
can differ greatly. We understand education as a means of establishing adult social
networks that can provide both instrumental and emotional support, as well as
socialisation. Learning can be an important element in reducing social exclusion,
especially for older adults. We start our research from the suppositions, that the
living environment and social networks are importantly connected to one's learning
activities and that the learning habits and needs of the generations that are yet
to reach old age will differ significantly from the needs of the current generation
of older adults. The presented theses were checked through the quantitative and
qualitative analysis of data gathered within the frame of the research project on
social integration of older adults in Slovenia.

Adult learning in the social context
The social constructivism theoreticians (e.g. Wenger 1998; Gergen 1994) explain that the nature of learning process is always denned by the relations within the
social environment. Dialogue, the possibility to pose questions, simultaneous check-
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ing of the meaning and their own thesis within the group all represent an important
learning process. This means that group cooperation is important in the social process of knowledge construction (llleris 2004, p. 125). Jarvis states that learning can be
defined as a consequence of the diversification of the individual's biography and the
socially created experience, which triggers the individual's self-questioning and learning. Learning defined in such a way is a necessity fqr mankind, for it is directly linked
to life and is thus not restricted by certain social demands that are reAected by the
goals set from the outside. With time one starts to respond to the social world that
has formed them, for learning is an initiator of changes as well as their consequence
(Jarvis 1992, p. 10). Schuller claims (Schuller 2004, p. 24) that the consequences of
learning are visible on the individual level (good for the individual) as well as on the
collective/neighbourhood level (good for the broader community). The individual
and the community can be observed in two dimensions directed at opposite poles:
the first dimension brings changes to the individual's life through learning, while the
second enables the individual or the community to preserve the existing conditions
through learning. The effect of preservation is not as visible as the effect of changing.
Alheit (1999, p. 67) is of the opinion that it is necessary to develop educational ae:
tivities on the mezzo level of society, that enables the individuals to get acquainted
with the structural diversity of the modern world that they can study.
Informal contacts, groups of friends and groups within neighbourhoods appear to be important elements for linking people. Preston (2004, p. 121) asserts that
social capital is the result of informal as well as formal forms of adult participation in
community activities. As an indicator of social capital, the network structure has an
important inAuence on the educational structures of individuals (Strawn 2003, p. 53).
People with a strong and closely knit network (in most cases this is a family network)
are less likely to get involved in organised education, particularly formal (they have
70% lesser participation in formal adult education when compared to individuals
with a small social network). At the same time a closely knit network predicts a five
times greater activity in the field of informal learning (Strawn 2003, p. 45). Adults
with a larger and looser network are more likely to get involved in organised forms
of formal and non-formal education (Strawn 2003, p. 43). Strawn claims that tightly
knit, often closed and self-sufficient networks, predict a lesser chance to participate
in any sort of education and learning processes. Research shows that in Slovenia
the individual's social network declines with age; thus the family network becomes
increasingly important, and for some the integration into their social environment
also gains on importance (an important role of the neighbours) (Filipovic et al. 2005).
In 2002 the share of neighbours in the network amounted to somewhere between
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4% and 7%; a much greater percentage of neighbours in networks was discovered

amongst the elderly, widowed, less educated and amongst people from village settings (Filipovic et al. 2005).
Data from Field s research indicates that social capital leads to "learning", but
not the sort that supporters of human capital development would wish for (Field
2005). His findings broadly support the hypothesis t~at civic involvement supports
adult learning. Non-formal education and informal learning can enable community
members to achieve outcomes of their choice and to promote community wellbeing.
1

Neighbourhood and learning
In our research we start from the geographical principle of a community,
but we are also interested in certain social relationships which take place within
a geographically defined area (neighbourhood). We observe the neighbourhood as
a community. As Loughran (2003, p. 89) states a neighbourhood is a social unit that
is defined by physical and social boarders. In some cases community boundaries are
rigidly maintained, while in others they are more Auid and open. Communities may
be seen to be inclusive to some people and social groups, but exclusive to others.
On the other hand communities can also be elitist and oppressive - the dominant
norms may be damaging to the confidence and identity of anyone, who deviates
from the existing standards of acceptable behaviour. Gilchrist (2004, p. 9) asserts,
that people who can not or do not want to fit into this framework either pretend
to conform or are ostracised.
The threads that link people within a neighbourhood differ as regards their
strength, direction and density. Woolcock (2001, p. 13) differentiates the links
amongst the people in a community on the basis of different goals and interests into
three types: bonding (based on long-term, reciprocally bonding relations between
people who are close to each other for instance friends, family, relatives); bridging
(connections between people who have a bit less in common, maybe a joint interest
- for instance between neighbours, co-workers, other people in the community);
linking (connections between people or organisations with a similar status, so that
they can reach new sources).
The neighbourhood development is currently more focused on strengthening the 'weak ties' within the network, with which the various gaps between the
social groups are bridged and social cohesion is preserved ('bridging' and 'linking' are
put into the forefront). This is in opposition to the previous research, which mainly
studied the 'strong links' between relatives and close friends in neighbourhoods and
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villages. Solid, relative ties are especially important in single-identity groups, based
on a common culture or in order to increase the cohesion in town neighbourhood
where they are divided due to social divisions (e.g. ethnicity).
Many people get involved in community activities in order to meet people
and gain a sense of belonging (Ferlander 2004). The personal relationship and social
networks established through community activiries are beneficial to people's wellbeing (offer information and advice; help in crises; informal care; emotional support,
etc). Family and friends provide different kinds of support compared to neighbours;
people with diverse networks (maintained through a variety of activities) seem to
exist on a higher level of satisfaction than those with an intensely supportive, but
homogenous set of relationships (Gilchrist 200t p. 8).
The level of reciprocal connection and inclusion of people into a neighbourhood are shown as expressed feeling within a neighbourhood, mutual cruse the
share and role of neighbours in the support network of an individual. Learning is an
activity that numerous authors do not see as an individual activity but as a social or
communal one. Wenger (1998) speaks of 'communities of practice: in which social
learning takes place, which originates from the individual's everyday life experience
(in private life as well as at work). Lave and Wenger (1991) talk about 'situated learning' - instead of gaining knowledge learning is placed in the heart of social relationships; it is the co-participating situation from which we learn.

Research methodology
The presented data was gathered within the research project entitled 'Social
integration of older adults in Slovenia'. The intention of this research was to monitor
the changes in the social support networks of the elderly. We have used the measuring instrument developed by Antonucci (1986) especially for the quantitative
measurement of the networks of the elderly, which enables us to monitor various
types of social support as well as social support networks in the past. We have
gathered quantitative data for three generations within a family, at two points in
time (2005 and 1987). We have added qualitative data on education and changes
in social support networks. The complementary manner of combining quantitative
and qualitative methods was used because of the detail it shows within the research
problems and the more in depth results it offers. Holland and Campell (2005, p. 5)
are of the opinion that the data obtained by one method examines, explains and
enriches the data gathered with a different method.
For the measurements in the past (middle aged adults and the elderly around
1987) we have used the retrospective measurements for the reconstruction of social
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networks - their composition and structure was monitored as regards the roles in
the life cycle. Through this we obtained longitudinal and cross section linear points.
We have enriched our research by adding a quantitative method at which we
monitored the networks of three generations within the same family and obtained
longitudinal data by measuring the networks of today's elderly in the past. Thus
we obtained the possibility of observing the cross :5ection of two generations. We
have used the so-called substitute reporters (reports of the elderly as regards their
networks in the past); we have reduced the influence of memory with the use of
measurement techniques (regenerating feelings, the context of the past and posing
various different questions as regards the past) (Hlebec et al. 2007, p. 217).
With the case study research approach, the precise idiographic approach and
explanation (Mesec 1998, p. 44) we have tried to conceive specific characteristics of
selected cases and their inclusion into the particular local environment. We have
considered the limitations of specific idiographic research, particularly the generalization based on the analysis of selected cases. We have compared implicit and explicit
theories of behaviour and through analytical induction tried to reach conclusions
as regards the reasons for participating in education and learning. Our research has
been founded on Strauss and Corbin (1990), as well as Glaser and Strauss (1967)
concepts on the 'grounded theory'; it is an inductive inference from the series of
data, which does not allow deduction. The findings of our research thus have more
the characteristics of a bounded theory than findings that could be generalised. The
research process itself was an important part of the examination and was analytically observed and considered.

Sample and data collection
Data gathering took place over a four week period in spring 2005 amongst
a number of students from the University of Ljubljana. The research included 124
families (331 persons), who participated in the quantitative and qualitative research.
All of the respondents filled in the questionnaire (quantitative data), while qualitative data was gathered through in-depth interviews. The data was gathered by
well trained students from three faculties (Faculty of Social Sciences, Faculty of Arts
and Faculty of Health Sciences) in which most of the students are female. This also
influenced the selection of the relation line in the research,1 thus the sample is not
representative. Every student described her/his family with guidelines defined in ad1 Because female students are more likely to chose their mothers and grandmothers as
their role models the female line dominated.
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vance and selected an appropriate line of monitoring (student - one of the parents
- one of the grandparents from the selected line of parents).
As our sample is a quota sample we have found it difficult to include rigorous
statistical analyses as our sample does not permit statistical· generalization on the
general population.
In the entire 1987 sample (331 persons) wqmen represented 84% of all respondents, while in 2005 they represented 86% of the total respondents. In 1987
the average age of the respondents in the 2nd generation (mother/father) was 32
years, which increased to 50 by 2005. In 1987 the representatives of the 3rd generation (grandmotheri grandfather) were 58 years of age on average, while in 2005 their
average age increased to 75.
The formal education level of the parents (2nd generation) has not changed
considerably between 1987 and 2005; the share of those who have completed
comprehensive education has risen slightly. In both selected points of time the
grandparents (3rd generation) have significantly lower education then their children
(2nd generation). Approximately 75% have three years of vocational school or less
(most of them had only completed their primary education if that), less then 15%
have completed comprehensive education and only a few percent have a university
degree.
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In the sample there are great differences in the education level between those
adults who live in town and those who live in a rural setting. In both points of time
(in 1987 and in 2005) and with both generations (parents and grandparents) most of
the higher educated (university education) lived in larger towns or suburbs of larger
towns, while most of the lower educated (vocational school or less) lived in villages.
In the generation of the grandparents (3rd generatjon) one third of all questioned
had lower education (mostly primary school or less).

Quantitative analyses
The learning activities of the respondents have changed slightly over the eighteen year period. In 1987 52% of the respondents from the 2nd generation (parents)
were involved in a learning process,2 and a similar percentage was educationally active in 2005 (52%). The 3rd generation - grandparents were not as educationally
active: only 16% in 1987 and by 2005 this share dropped to 11.5%. This data shows
that the inclination and the factual inclusion into learning activities of the oldest
inhabitants is on the decrease with age (see also Kump, Jelene l<rasovec 2007).
For every person included in the questionnaire and interviews we ascertained
the size of the network, the share of relatives, friends, co-workers within the network
and the composition of the social support network (percentages in concentric circles3) which explains the individual's possibilities of giving and receiving emotional,
material and informational support as well as socialisation.
The individual's network grows through time. In 1987 the generation of the
parents as well as that of the grandparents had an average of thirteen people in their
personal social support networks, while in 2005 the average was between 14 and 15.
The level of education does not inAuence the size of the individual's network, only
with the highest educated grandparents (university education) the network tends
to be a bit smaller. According to the data for 2005 the size of the network of those

2 We have defined as educationally active those adults who participated in adult education (either formal or non-formal) and in informal learning.
3 The measuring instrument developed by Antonucci graphically presents the network
in three concentric circles into which the respondents have to place the members of their network.
In the first, inner circle are the people closest to them, usually their partner, children, maybe their
best friend. The second circle includes individuals who are still very important to the respondent
- extended family, friends and neighbours. The third circle includes people who are more distanced,
change more often and are not the most important providers of social support (Hlebec et.al. 2007,
p. 218).
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Average network size
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who are learning is larger than the networks of those who are not involved in learning. This holds true for the generation of parents as well as grandparents.
According to our data the experience of reciprocal help within a neighbourhood has changed between 1987 and 2005 - in 2005 over 50% of the respondents
stated that only those who know each other well help each other (in 1987 the same
share of respondents was of the opinion that everybody helps out). Thus the feeling
of security is smaller than it was in 1987. However, two thirds of the respondents are
still of the opinion that they are accepted by the people in their neighbourhood.
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Qualitative analyses
The in-depth interviews on educational activities and social networks were
performed by the parents and grandparents from 33 families, therefore 66 persons
were interviewed (qualitative data). The rigorous statistical analysis is thus not possible in our study. The interviews were carried out by students of the Faculty of Arts.
Only female students were involved in the project (100%); in the second generation
(parents) females represented 79%, while in the third generation (grandparents)
92%. With the analysis we have try to show whether there are any set patterns for
learning activities amongst the parents and grandparents. We have selected three
different cases of learning within the family in the context of the living environment.
Every student prepared the family presentation, the neighbourhood description
and the inclusion of the family into the neighbourhood.
We have identified three typical types of living environments: a village settlement, a settlement of detached houses in the suburbs and a council estate in
a town. The village settlement is the most cohesive, which is probably linked to
the traditional orientation of this environment - a strong family structure is supported by the extensive activities of the Catholic Church. The learning habits of
both generations are strongly inAuenced by the stereotypes as regards the learning
capabilities of the elderly and the inAuence of the traditional, patriarchal notion of
family and community life.
The disintegration of community events in Slovenia is much more noticeable
in neighbourhoods in suburban settlements of detached houses. In such neighbourhoods the individual's motivation and self-initiative become important, as does the
individual's decision to learn. For their socialisation and learning the lesser motivated
adults will use the neighbourhood or its network and the possibilities that are available there, while the higher motivated individuals are more likely to seek for sources
elsewhere. In such an environment socialising within the community is usually not
the catalyst for forming active learning groups, for the existing associations do not
represent appropriate cohesive elements.
The analysis of the learning habits of adults who live on a council estate in
a town shows, that the inclusion into learning activities is predominantly governed
by the interests of the individual. The effects ofa group initiative or the local environment are minimal or non-existent. The learning activity of the individual depends
on her/his endeavours to find the right learning activity for her/him. Due to the
relative loneliness or connections with merely the closest neighbours, their learning
activities differ greatly. The responses of the interviewees who live in a town show
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that by participating in learning activities they not only seek knowledge but often
also social contacts and the possibility to spend their leisure time.
We have observed some differences between village and town environments; in the village environment the interviewees stressed the importance of socialisation, talking, cooperation, with which they fulfil their inner needs. In the town
environment people desire to be included into learning activities for the purpose
of socialising and contacts. It became clear that neighbourhoods can be regarded
as actively constructed by their members and not merely arising from the local
circumstances.

Conclusion
In Slovenia the inclination to participate in the learning process and the actual inclusion of the older adults into various learning activities declines with age.
This is proven by qualitative and quantitative data. The interest for learning declines
with age regardless of the possibilities offered by a certain environment. We observe
that an extremely non-stimulative environment reduces the inclination of adults to
learn, but on the other hand it is obvious that an environment that ensures a more
diverse learning environment does not always offer enough encouragement for the
older adults (3rd generation) to learn. We have confirmed that the educational offer
in all three selected types of living environments in Slovenia is not adjusted to the
needs of the older adults, and this must play a factor in their poor learning activities.
Respondents inclination to learn and their willingness to participate in neighbourhood activities is inAuenced by the characteristics of their social networks. Those
with small, closely knit family network are less involved in organised learning activities in the neighbourhood when compared to respondents with a larger and looser
network.
We can conclude that the needs (as regards learning) of the future generations of older adults will be different to the needs of the older adults today. There is
an important difference between the learning habits, level of education and inclination to learn between the current generation of older adults and the adults who are
about to enter this period. Todais characteristics of older adults can therefore not
predict what the older adults will need in the future.
1
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On the Border:
Interpreting Burmese Refugee Teachers' Stories

Stories are more that simply rhetorical devices. They express
connections among human actions, environmental contexts,
and happenings that are a means for capturing the complexities and interconnectedness of teachers' lived experiences and
emotions (Polkinghorn 1995).
Stories provide insights into teachers' evolutions and development, and reveal what events have altered their lives
(Moore 1995)
Objectives of the Inquiry: To: 1) illuminate how Burmese refugee teacher's
lived experiences connect to our own lived experiences as teachers: 2) demonstrate
the power of stories; and, 3) explain how to discern common threads in stories by
considering study participants' culture and previous history
Theoretical Framework: The overarching theoretical framework for this
inquiry is life history (Tierney, 2002). Some scholars believe life history is a culturally
produced biography; others think life history should be considered an interpretation of a document (Tierney 2002). Both of these perspectives are significant to this
study.
Another innovative, alternative framework pertinent to this research considers interview data as stories through which people describe their worlds (Holstein
& Gubrium 1995; 1997). Adhering to this perspective, researchers examine respon-

270

THE PRACTICAL SCIENCE OF SOCIETY

dents' cultural stories through the lens of the storyteller's culture in order to make
their narrative understandable (Miller & Glassner 1997, p. 107). This perspective is
concerned with seeing the world from the perspective of our subjects (Glassner &
Loughlin 1987, p. 37).
Rationale for the Inquiry: Recently, as a volunteer ASAID literacy scholar,
I was privileged to work with some indigenous Kar~n and Karenni, teachers in the
jungles of Chiang Mai Province on the northern Thai/Burmese (Myanmar) border.
I asked some of the teachers to tell me their stories to try to understand their
unique experiences from their perspectives. Ifelt close to these teachers. We shared
rice, cokes, green tea, water, and a communal hole-in-the-ground toilet. We were
exhausted from the jungle heat. We commiserated with one another about the
lack of air conditioning, Aush toilets, and toilet paper Nonetheless, we sang, told
jokes, and giggled. We seriously engaged in educational discussions and reading and
writing lessons. We collaborated together for eight or more hours per day. And, yet,
although I knew the teachers in our jungle context, I understood very little about
their previous struggles in Burma and their day-to-day lives in Thailand. I wanted to
try to know as much as possible about their experiences so I could make further
connections with them beyond our work relationship. I wanted an opportunity
to learn what I had never imagined in my own teaching life. I also wanted to try to
determine how their personal experiences and realities in Burma connected to their
teaching lives in Thailand. I knew the way teachers teach is grounded in their background, [and] their biographies (Hargreaves, 1992, p. ix). Most importantly, I wanted
to write the teachers' stories as a tribute to them, and as an inspiration for teachers
everywhere who understand that because of our life's work, we are all connected
despite our varied beliefs, social systems, language, and national heritage.
Data Sources Informing the Inquiry: In order to collect the teachers' stories, I adhered to Mishler's (1984) conceptions that consider interviewing a form of
shared discourse between two speakers. Therefore, the teachers' stories came from
relatively unstructured conversations. Through my excellent interpreter, l<ha Lum,
and occasionally through direct face-to-face conversations in English, I asked individual teachers if they would tell me their life story. Specifically, I requested Tell me
about your life and how you came to be in the jungle on the northern Thai border.
As I wrote down the teachers' words, I used very little probing to encourage
them to extend their responses. I did not interrupt them because I wanted them
to control the Aow of conversation by freely sharing what they thought was most
important about their lives. I did not want the teachers to reveal information they
considered private, and I respected their way of constructing meaning. In addition,
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there were time restrictions and interpretation limitations. Therefore, some of the
teachers' stories are longer than others.
In a somewhat detached manner the teachers shared their experiences with
me. Many showed little emotion as they explained how their lives were dramatically
changed because of political activism and persecution. All of the teachers' stories are
riveting. Some are disturbing. But none evoke pity..Rather, the stories are inspiring
because of the teachers' determination and strength. What follows is one of the
teacher's stories.
The Story of Paw Po: A Woman Warrior

Paw Po has lived in Thailand for 25 years. She holds important
positions in the community. She directs an orphanage, and
works with many community organizations. Paw Po is a woman
with strong leadership abilities.
Paw Po is not my real name. It is my nickname. Like so many others, I cannot
use my real name because I might be discovered and get arrested, or my family
might be persecuted. I have been in Thailand since 1987.1 walked through the jungle
to get here. I have a husband and five children. The children's ages range from 20 to
five.
My father lives in the orphanage with us. He is disabled. He lost both of his
legs from gangrene. He got infections in his legs in the jungle, and we could not get
any medicines to help treat him, so he lost his legs. He was one of the top Karen
army opposition leaders. Both my parents were freedom fighters.
The orphanage-school Idirect serves about 80 children, although sometimes
there are 180. We have five teachers and three volunteers. We receive aid from many
non-government groups (NGO's). Just the other day, three young women drove up
in an old truck. They had traveled about six hours to deliver food and clothing to
the children. One woman was from Great Britain, one was from the United States,
and one was from Thailand. They volunteer for a special project called Partners.
They gave us lots of raisins, and other food and donated clothing that we can put
to good use. We also receive funds from an organization called Burmese Refugee
Care.
Before Icame to Thailand, Iwas a jungle warrior. Iwas a guerilla fighter. Ifought
with the Karen Army for ten years. I narrowly escaped from my village. Idid it during
a New Year's festival. There had been fighting around my camp so I knew I had to
leave. Now, I am acting Chair Person of the Migrant Education Committee, which is
a group of classroom teachers, and other educators who work for Burmese migrant
children in Mae Sot.

272

THE PRACTICAL SCIENCE OF SOCIETY

Data Analysis: Initially, I thought all of the teachers' stories were different
with respect to background and biography, and as a result, I arrived at superficial
conclusions. However, I learned each time I returned to the stories, I developed
more insights and uncovered something new. Ultimately, I recognized that I had to
interpret the teachers' stories, rather than just describe their content because narratives do not speak for themselves (Personal Narratiyes Group 1989, p. 264). Equally
important, Iconcluded that I had to consider the historical background and the cultural environment that surrounded these teachers' lives. People are historical beings

retaining as part of themselves their previous experiences. Past experiences manifest
themselves in the present as habits and are partially available through recollection.
(Polkinghorne 1995, p. 17) (also see Bruner 1987).
Once I took the teachers' cultural context and previous history into account,
I was able to see that common threads wove the stories together into a cohesive
whole. I discovered that although progressions to a solution and story endings are
standard components of Western stories (Polkinghorne, 1995), the Burmese teachers' stories contained no clear resolutions. Perhaps open-ended stories are common
to the Burmese culture. However, a logical explanation is that stories meant to evoke
emotion and encourage political commitment and action usually do not contain
endings (Nespor & Barbour 1995; Riessman 1993). Instead of having endpoints, such
narratives describe situations as portions of complex journeys that continue to unfold. Their incompleteness and contingency are critical to their meaning (Nespor &
Barbour 1995, p. 60). What is not said in these stories is just as important as what is
said (Riessman 1993).
When we consider the Burmese teachers' disturbing political experiences,
historically minority positions, and the disordered, temporal nature of their lives in
Thailand, we come to appreciate why their stories do not contain considerable emotion or offer closure. There is a strong possibility the stories are incomplete because
the teachers exist in unresolved situations, and thus, they are currently incomplete
themselves. They live, teach and wait in the jungle, hoping, believing, and, yes, even
knowing that one day they will return to Burma to teach and live in peace.
Another explanation for the somewhat detached, open-ended nature of the
teachers' stories is that survivors of political torture and violent acts often have difficulty speaking about their experiences (Reissman, 1993). Just like the Burmese refugee teachers' stories, survivors' stories tend to resemble pre-narratives in that they
tend to exclude a beginning, middle, or ending. Survivors' stories do not develop or
progress in time or reveal the storytellers feelings or interpretations of events (Herman
1992, p. 175).
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Clearly, all of the Burmese teachers' stories portray struggles and events that are alien to us. Their realities are not our realities.
Most of us cannot imagine living in a jungle camp, or being afraid to reveal our real
names. Most of us cannot envision fearing for our lives, or sneaking across a border
to another country. Most of us cannot visualize teaching 50-60 students in a bamboo with few supplies and books. Yet, I believe wh~n we reAect about the Burmese
refugee teachers' stories, we become forever connected and bound to them despite
our differences.
We identify with the teachers' grief about leaving and losing loved ones. We
empathize with their longing for Burma. We respect and value their work, and their
desires to effect positive changes in Burmese education and politics. We admire
their courage and dignity. We applaud their determination, and we praise their accompl ishments.
Our connections help transform us. We try to find parts of our own selves in
their stories. We begin to examine our own teaching experiences, and we recognize
that like teachers everywhere, how we teach is grounded in our backgrounds and
biographies (Hargreaves 1992). We revisit stories we have previously told about our
work, and we generate new stories about teaching as a way to make sense of our
experiences. Through our stories, we learn that our development as teachers is inseparable from our development as human beings (Moore 1995).
We also come to recognize the power of shared stories. Despite the different
paths we take to become teachers, sharing our stories allows us to recognize that in
many ways we are kindred spirits. Stories help us portray our combined strengths
and teaching passions. Stories provide a way for us to tell how we learned, and in
what ways we are still learning how to teach. Stories offer a way for us to convey
what unusual teaching occurrences we have experienced. Ultimately, our stories
help others understand teachers and teaching because they facilitate and capture
our voices, and illuminate who we are, what we believe, and what we do (Goodson
Educational Importance:

1992).

References:
Bruner, J. (1987). Life as narrative. Social Research, 54 (1), pp. 11-32.
Carter, K. (1993). The place of story in the study of teaching and teacher education. Educational
Researcher, 22, pp. 5-12, 18.
Clough, P. (2002). Narratives and fiction in educational research. Philadelphia.
Connelly, F. & Clandinin, D. (1988). Teachers as curriculum planners: Narrative of experience. New
York.

274

THE PRACTICAL SCIENCE OF SOCIETY

Goodson, I. (1992). Studying teachers' lives: Problems and possibilities. In: I. Goodson (Ed.). Studying
teachers' lives (pp. 234-249). New York.
Hargreaves, A (1992). Cultures of teaching: A focus for change. In: A Hargreaves and M. Fullan (Eds.).
Understanding teacher development (pp. 216-240). New York.
Herman, J. (1992). Trauma and recovery. New York.
Janesick, V. (2000). The choreography of qualitative research design. In: N. Denzin and Y. Lincoln
(Eds.). Handbook of qualitative research (2nd ed:) (pp. 379-399). Thousand Oaks.
Lwein, T. (October, 2003). Unpublished Reading and Writing for Critical Thinking Report submitted
to the International Reading Association.
McCaskill, D., & Kampe, K. (Eds.). (1997). Development or domestication? Indigenous Peoples of
Southeast Asia. Chiang Mai.
Mischler, J. (1986). Research interviewing: Context and narrative. Cambridge.
Moore, R. (December, 1995). Constructing a narrative of teacher development: Piecing together
teacher education stories, teacher lives, and teacher education. Unpublished Doctoral
Dissertation, University of New Orleans, New Orleans LA
Nespor, J., & Barbour, L. (1995). Audience and the politics of narrative. In: J. Hatch and R. Wisnewski
(Eds.). Life history and narrative: Qualitative studies series 1 (pp. 49-62). Washington.
Personal Narratives Group (Eds.). (1989). Interpreting woman's lives: Feminist theory and personal
narrative (pp. 261-264). Indianapolis.
Polkinghorne, D. (1995). Narrative configuration in qualitative analysis. ln:J. Hatch and R. Wisnewski
(Eds.). Life history and narrative: Qualitative studies series 1 (pp. 5-23). Washington.
Riessman, C. (1993). Narrative analysis: Qualitative research methods series 30. Newbury Park.
Rosenwald, G., & Och berg, R. (1992). Introduction. Life stories, cultural politics, and self-understanding. In: G. Rosenwald and R. Ochberg (Eds.). Storied lives: The cultural politics of selfunderstanding (pp. 1-18). New Haven.

Muhamed Skrgic, llhana Skrgic
University of Bihac
BOSNIA and HERZEGOVINA

Knowledge Society as a Goal of Transitional
Reforms of Education in BiH

1. General view on knowledge society and transition as
a system dynamic dominating education
Bosnia and Herzegovina is facing such challenges in educational reforms and
the overall segments of society towards the European Union, that any and all writing
about these subjects necessarily wears a political predicate. Saturation on post-war
manoeuvring through the smoldering battlefields of ultra-nationalistic desires in areas usually very loosely connected with politics is now unfortunately unavoidable.
A broader view on transition and its clash with the knowledge society is
therefore in order, as to adequately explain just what challenges Bosnia and Herzegovina, and particularly education in this country, with an emphasis on higher
education and lifelong learning that are, though authenticated on the Western soil,
just beginning to emerge here as social necessities, will face in the future, hopefully
embroidered with the stars of the EU.

Postindustrial society - knowledge society
Irregular tempo of industrialisation of the more developed countries, that
started more exceptionally in the 18th century, resulted in creation of a greater gap
between the more developed and less developed countries.
1.1.
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While the less developed south is still in the stage of industrialisation (countries of Afrika, South America), USA, Japan, Germany and some nordic countries
have stepped seriously onto the stage of postindustrial development.
Considering the fact that postindustrial development is necessarily based on
industry, we have opted for the term postindustrial society, although many authors
use other terms, such as ToAer who calls the postit7dustrial society, superindustrial
society, G. Lichtheim postburgeoisie society, Z. Brzezinsky «technotronic society»,
A Touraine «programmed society», and R. Dahrendorf «postcommunist society»
(Tourain 1980). Drucker in 1992 dubbs the postindustrial society as postbusiness society, considering that he called industrial society as business society in his analysis. Still,
Daniel Bell was chronologically the first one to use the term postindustrial society in
his classes back in 1950 in Salzburg. (Touraine 1980).
Bell's concept of postindustrial society is based on the facts that the process
of transition from the production of material goods to creating various services
starts in the economic sphere of production, where the scientists and explorers take
on an increasingly important role.
At the same time, the reputation of business people and capitalists as private
owners is diminishing, and the role of manager is changing, the old technology gives
way to new intellectual technology in production, supported by informational and
cybernetic systems and application of mathematical models on social situations
(micro- and macro-surroundings). (Skrgic 2006).
Emphasis is switched from the industrial worker to the mind worker which is
confirmed by the practise of developed societies, as well as the societies in development, where higher education is more and more seeked for a good employment
and career possibilities.
Switch to knowledge and education as a passport for a good job and career
opportunities, above all means a switch from the society in which the industrial
company was a main chance of advancement, towards a society in which the industrial company is only one of the available possibilities, but not the only one anymore.
That is the shift towards the postindustrial society. (Drucker 1992).
Almost all significant economists of the 19th century, including Marx, have
claimed that the workers can produce more only if they work harder or longer
working hours, however, by researching manual labour, Frederic W. Taylor comes to
a conclusion that the real potential for an increased production is working smarter.
Some theorists, in an effort to emphasise the significance of information in
postindustrial society, call this society information society. Information society creatively dissolves and inherits the industrial society. (Ekonomski leksikon 1995).
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1.2. Transition as a transformation of social-economic, political
and educational system

Inside this text we speak of post-totalitarian transition (transitional societies)
as a highly complex phenomenon in general, which represents a certain stage, duration of which is for now impossible to determine and which will bring core transformations in all domains: politics, economy, culture, education, social structures,
international relations etc.
The term transitional societies (countries in transition) implies a specific approach:
• Starting point or the initial stage of transition,
• Goals that are aspired towards,
• Current state of transition, meaning the performed transformation.
If we take former Yugoslavia as our starting point, then the initial, starting
state of transition is socialistic self-management, the goal is parliamentary democracy, and the needful transformation is a crossing to political pluralism and economic
earnings.
We treat the actual transition as an incomplete state of numerous changes
currently in progress, and the objective reality in which these changes occur is made
from coinciding contents of the past and desired contents of the prospective.
For some theorists the term transition refers to radical transformations, e.g.
transition from dictatorship to democracy. This is inappropriate, because they do
not detect all the complexity of the overall transformation, thinking it is a simple
turn of the systems.
The idea of complexity of the term transition is explained excellently by
a metaphor used by Roman Duda, Polish viceminister of education, on an international symposium, when he said that, in the final analysis postcommunist countries
found themselves in an impossible situation, trying to recreate an eggfrom the omelette. (Stand 1992). From the perspective of 2008, a dramatic transformation from
dictatorship to democracy gets a lot harder than it would seem in the euphoria first
marked by the fast political changes in 1989.
According to table no. 1, each of the abovementioned components on the
left side should be in a relatively short period replaced with the components from
the right side, which basically represents transition as a set of mutually harmonising
and dependent economic, political, social, educational and other reforms.
As we saw in the last segment of the table, education in the previous regime
was, among other aspects, completely controlled by the ruling ideology, aiming to
create a unified system harmonious to itself.
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Table no. 1. Basic characteristics of totalitarian and open society (Birzea 2001)
Totalitarian society

Open society

1.

Collective interests, presented
through one infallible party, have a leverage over individual choice or interests.
Since the Victories of the proleterian
revolution needed to be defended, as
well as protecting the socialistic society
from the damaging effects of the decadent capitalism, Party-state has a right to
control the lives of individuals or social
groups.

1. State protects political, economic
and civil liberties of an individual.
Private <;?ntrepreneurship is the key of
economic and social dynamism.

2. The entire legislatory, executive and
judicial power are in the hands of the
party-state.

2.

3. The rulling party as the holder of
the absolute truth is the only legitimate
political institution.

3.

4. According to democratic centralism,
criticism from the base does not have to
disturb party discipline or the social order.

4. Government cooperates with the
opposition which has a right and duty to
criticise and repair official decisions.

5. Means for production belong to
socialistic state, which plans and organises
the whole economy according to joint
interests and needs. Centralised socialistic
planning is the highest form of economic
and social organisation.

5. Production, traffic and consumption
are regulated by the law of offer and
demand via economy of the free market.
State guarantees the right of ownership
to the individuals.

6.

Right of organising, associating and
expressing are accepted only inside organisations which are controlled through
party and state. Civil society is diminished
and suffocated.

6. Individuals enjoy freedom of expression and association in independent
groups, institutions and organisations,
even if they are opposing the government. Civil society is truly encouraged
from the government.

There is only one scientific world
view according to marxist-lenin ideology
which controls the entire upgrade:
Science, art, education, moral, social life.

Individual can choose any view on
the world that he thinks best suits his
aspirations and interests. This view can
either be secular or religious.

7.

Legislatory, executive and judicial
power are apart.

There is an open, competitive election system that involves several different
parties.

7.
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While some countries, with the goal of achieving the rule of law, have incorporated the bill offundamental rights and freedoms back in 1989 and 1991 (Dahrendorf 1991), other countries, where the first stage of transition was played with war
atrocities (countries of the former SFRJ), started constitutional reforms in the years
nearing the end of the second millenium.
Basic goals characteristic for most countrie? in transition can be identified
as:
• protection of fundamental rights and freedoms,
• division of government (legislatory, executive and judicial),
• establishment of new authority,
• guarantee of political pluralism and private ownership.
Besides a number of specificities which characterise the transition of some
countries (different tempo, different segments of activities which is given advantage
of in the first stage, there is also a lot in com min, especially in the initial stage. Therefore, for example, goals such as:
• establishment of first nucleus of civil society (non-government organisation, free sindicats, professional associations etc.),
• re-establishment of traditional political institutions (political parties, government, opposition, parliament),
• organisation of first free elections since Jalta (Batt 1991).
Other transitional reforms such as the reform of the economy, society (judiciary and police), moral and education are realised much slower. (Dahrendorf 1991).
Transition as a state of anomy and its reflection on the transformation of education
According to existentialist psychology (Jasper, Scheler, Rikert), an individual is
always in the situation of insecurity and worry, which is enhanced by losing safety
base points or very fast changes in the course of life, transition being one of them.
Therefore, anomy is a state in which the individual falls after the social rules that determine his existence lose their strength, become mutually incompatible, or, under
the inAuence of certain social changes, they have to be changed. (Birzea 2001).
To an individual, especially during education, a stable social frame is always
necessary in order to realise its potential through education, it would have to have
a satisfied need for safety, and abrupt changes are not followed by adequate substitutes of the lost, especially in transition, a moral and value vacuum is created which
1.2.1.
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most often results in a state of anxiety, dissorientation and insecurity, lack of perspective, fear of the future, and in the end, even certain forms of deviant behaviour.
1.3. Some specificities of the transition of education in the countries of the Balkan milieu

A large number of current difficulties of postcommunist economies on Balkans
have two dominant causes:
·
• process of transition from state socialism towards market economy,
• effect of war and sanctions in the former Yugoslavia and the entire region.
The first cause stems from the obstacles in preventing state-political control
over economic activity and postcommunist redirection of external market.
The second cause - war and sanctions - besides that they have broken the
existing regime of exchange, they also encouraged an immersion of crime in almost all
spheres of economic life. (Nedovrseni mir 1997).
System reforms, the educational reform being one of the most important, aim
at the mobilisation of all social segments, but also demand a more stable political
situation, which so far, unfortunately, has not passed a critical point of tolerance.
Bosnia and Herzegovina and some neighbouring countries (cosigners of the
Deyton agreement) have kept presidential or semipresidential systems instead of
an only parliamentary system. The result of such solutions is among other things
strengthening and authoritative characteristices of an entire political system from
which emerges the dependence of government administration to the whims of the
ruling parties.
Media in these circumstances are a tool of political control, especially television and radio are considered to be the property of the ruling party, which puts the
opposition into a position in which it cannot expresses its views sufficiently.
In these kinds of circumstances, politically dominant parties, in Bosnia and
Herzegovina for example, put individuals loyal to the party on key positions in education, regardless of their expert and other needful competences, which seriously
undermines the quality and quantity of the actual reform of the school system.
To a certain extent, a counterbalance to that state represent the pressures
of certain international institutions by ultimate demands for entering the European
associations and by the institutions of civil society which, though slow, are still affirmed and imposed as positive support to all reforms, and with regards to the
importance of reforms of the school system on all levels especially.
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2. Some questions that bring rapture in solving issues of
educational reforms
Politisation of everything as a reAection of the need of every nationalistic
administration in BiH for imposing just one truth, which manifests itself through
«nationalism of the apparatus» when each phenomenon, e.g. in the economy, politics, education and similar, has to correlate with the1nterests of the relevant national
group, different national groups with different interests are more inclined to chaos
than an arranged system in the case of BiH.
Education also shares such fate as an activity of a crucial individual, often
hidden and general, mostly transparent interest.
Actually, current transitional government in transitional Bosnia and Herzegovina has a practise of creating permanent parallel policies in the whole, therefore
in the educational policies as well, because the signed Dayton agreement, numerous «under pressure» passed laws, specifically in Bosnia and Herzegovina represent
a broad region for realising «own» national individual «interests» and ignoring and
non-implementation of «undesireable» legal standards.
In this sort of ambient, differently understood goals of education, without
a unique professional as well as political consensus regarding practical, particular
realisation, talking about modern methods, means and aids in giving classes in all
educational levels, from elementary to higher, brings the analyst of implementing,
e.g. computer processed information in an undesireable position.
Chronic lack of expert-competent personnel leaves space for the incompetent, not only to decide on the politics of education, but to prefer stand on the
implementation of modern class equipment in professional organs in higher education, who can find their arguments only in one of the last three centuries, if we
exclude the prosperous legacy of practise and theory of Komenski.
The selection of mentor bodies such as the Ministry of education, science,
culture and sport is carried out by the centrals of the most dominant political parties (of a national presage) on certain levels of jurisdiction, state, entity and especially
canton.
Their incompetence and obligation to conduct politics of their assigned political central in which more radically inclined individuals are seated by standard,
hauls the destiny of education in BiH into a ditch.
Lifelong learning
Ensuring literacy - even on a high level which responds to the demands of
the knowledge society, is an easier task than that which is immanent to the knowl2.1.
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edge society, the one that implies giving students ability and knowledge that they,
after the received diploma, continue learning permanently and implant the desire
to do it until death.
Old Latin saying «Non scholae sed vitae discimus» («We do not learn for
school, but for life»), stayed in practise only as a warning of the significance of learning which will be used for life. Healthy foundations. in the perception of learning we
also find in the Plutarch work Paedia (Children upbringing) from 1st century a.d.,
where he directs the attention of educators - teachers to the need to make the
pupils want to achieve something. The only thing necessary is to focus on the strength
and talents of the pupils, in order that they become prominent in what they do well.
(Drucker 1992).
The accelerated development of science from the 20th century up until now,
is speaking louder about the need for lifelong (permanent) learning. While in earlier
societies, which precede transition and postindustrial society, the demand for lifelong .learning existed on the level of desireable, logic and useful!, this demand in the
21st century becomes ultimate, utterly needful and required for all individuals who
wish to satisfy their need for safety, need for existence, in short, lifelong learning is
the basic existentialist question.
Lifelong learning is an expression and reAection of the entire socialistic process of an individual which starts in the family, continues in the school system, in
order that education-upbringing value and good will stay as permanent companion
of the individual in the form of need and habit.
The idea of lifelong learning is the interest of every individual but also of the
society as a whole, because the whole society has benefits from lifelong learning of
one citizen of a certain country, and therefore it is advisable that the current government finds and activated the sources of motives for lifelong learning.
For now, lifelong learning is exclusively a thing of observant individuals who
are conscious of the fact that their educational offers, refreshed with constant learning, are more competitive on the job market.

3. Possible direction of a more functional action by peda. .
gogic theory and practise
In order that the started reform of the educational system in Bosnia and
Herzegovina gives visible results, at least in the following two decades, it is necessary
to:
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• ensure full legal logistic with the necessary laws on all levels of education
• ensure an unquestionable implementation of all laws which will, in turn,
ensure a full reform swing to the education
• redefine goals and tasks of education in accordance with the newly created situation in Bosnia and Hercegovina, as well as the world
• redefine the tasks of classes: educational, functional and upbringing, in the
course of a more quality result of studying, appliance of what is learned in
the course of self-education and self-training.
Teacher faculties can have license only if they match the most strict criteria on quality of the class outcome, content of education, applied methods and
training for implementing modern methods in the class, with the use of the most
sophisticated educational technology.
In short, the new teacher on any level of education has to have a license
which means a guarantee of owning real and formal competences for training and
education in modern conditions.
4.

Reasons for limited optimism

Notion of the reforms in the educational system are not new in this region.
Such thoughts were expressed two decades and more ago, and were recognised as
legitimate needs the future is imposing on the education among other social aspects. On the international seminar University today in Dubrovnik back in 1979, the
basic dilemma on the development of higher education was formulated in the form
of the following question: Reform of the university or a new university? (Tot 1987)
Motivation of citizens in transitional countries such is Bosnia and Herzegovina
with the help of centres for civil society and international community finds solutions sooner or later which are also, among other things, a precondition for entering
Euro-atlantic association for mild, modest but nevertheless useful steps forward in
education as a whole and therefore in higher education teaching as well.
Numerous programmes and iniciatives for establishing cooperation with the
universities in near and far environment in Bosnia and Herzegovina will take over
the iniciative step by step from party power leaders, which will gradually depoliticise
education to an extent in which it can truly begin with the Bologna and similar
requirements and build new communicational channels and methods on those
foundations, that will be out of reach for incompetent individuals.
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Toward a Theory of High Stakes Information
Networks: Examining Student Voices of Color

Introduction

The purpose of this chapter is to illuminate the stories of academic success
and failure of Latina/a students in two low-income) urban high schools through
comparing datasets that examined the attitudes and beliefs of school adults) their
practices) and the ways in which students interacted with the culture and structure
of their respective schools. From the perspective of micropolitics and local school
controL Stringfield, Datnow, and Ross' (1998) scaling up reform strategy provides us
with the framework to look at school transformation through those participants
who are historically marginalized in the school context. Although our work is largely
context-driven, we are hoping that our findings can trigger similar studies to further push our thinking about the importance of community cultural wealth as one
missing element to schooling practices. Stringfield, Datnow, and Ross' (1998) school
reform approach gives us a contrastive framework from the current test-based
standards reform of No Child Left Behind and allows us to provide an alternative
lens of reference on how schools can better understand and help students to meet
higher levels of learning. We believe that the utilization of the scaling up approach
by efforts of centering students' local knowledge and resources, school officials can
discover their common political struggles and view their local communities as an
indispensable partner to raising academic achievement.
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The conceptualization of our work has led us to discover that academically
successful students are able to draw upon their community cultural wealth (Yasso
2006) as a resource to constitute their high stakes information networks (Cooper &
Liou 2007). Robert Cooper and Daniel Liou (2007) define high stakes information as
the knowledge from which students draw upon to understand the circumstances
of their schooling conditions and the necessary nayigational strategies to gain the
essential resources and opportunities that further their academic and college-going identity (p. 44). We refer to this concept as a way to suggest that information
networks have an extensive causal relationship to academic achievement (StantonSalazar 2001) and, hence, the types of information that is forthcoming for students
and its distributive process are central to ways schools structure learning opportunities and expectations for student success and related behaviors.
Our research guides us to develop further this concept in order to unveil
a new sensibility about the kinds of information that makes a difference in student
achievement. We also hope the research will harness a perspective on ways schools
can better respond to students' needs through identifying, partnering with, and
building upon the information networks that already exist in the community where
they situate. We look to identify the information networks that are helpful to meeting students' needs so schools can utilize these examples to close the capacity gaps
already mentioned. Beneath the plethora of school reform rhetoric, we view high
quality social networks that are based upon high stakes information sharing as one
essential ingredient towards school effectiveness.

Relevant Theoretical Frameworks
Luis Moll, Cathy Amanti, Deborah Neff, and Norma Gonzalez (1992) were
one of the first to discover the benefits of classroom practice by centering teachers'
pedagogical emphasis on the local, community-based knowledges of working class
Mexican students. Their approach have break grounds in how we look at the use
of local knowledge in establishing social networks and interactions with one's social
and economic circumstances. To expand on this work, we utilize Tara Yosso's (2005)
concept of community cultural wealth to extend the cultural tools described by
Moll and his colleagues. Hence, we look to build upon Yossds concept to illuminate
Latino students' use of local knowledge and resources as forms of cultural wealth
and resistance against failing schools.
Yasso (2005) suggests that many scholars' conceptualizations of social and
cultural capital theories are interpreted in ways that often work to privilege white,
class-conscious ways of acquiring information and ways of knowing. These concep-
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tualizations often presuppose that it is incumbent for low-income communities of
color to aspire to and obtain middle class cultural and social norms and values in
place of the value systems and beliefs they may already possess prior to coming
to school (Khalenberg 2001). In response, Yasso asserts that communities of color
possess community cultural wealth, which is comprised of six forms of capital that
are historically undervalued and unacknowledged ir:i white, middle-class institutions
like schools.
Cooper and Liou (2007), in their study ofa large urban high school in California,
analyzed the ways in which guidance counselors distributed high stakes information,
such as course selection and making sense of the middle school-high school transition for ninth graders. They have empirically identified academic, social adjustment,
and transitional information as fundamental to students' high school success. Their
analysis suggests a connection between quality in the information that students
receive in schools, and how guidance counselors' information distributive process
are dependent upon their assumptions of how these students would fare according
to their racial, ethnic, class, gender, and linguistic backgrounds. Additionally, the large
comprehensive high school structure does not allow for these counselors to get
to know their students well. Hence, the school's structural limitations in providing
adequate staffing and the extent to which high quality, interpersonal adult-student
relationships were further compromised by persistent low school expectations.
Finally, they discuss the extent to which schools provide urban youth of color
with opportunities to learn (OTL). Cooper and Liou (2007) also discuss how traditional Opportunity to Learn (OTL) framework is in need of update in expanding
the definitions of school quality beyond material resources (i.e. technology, curricular materials, etc.). Their argument led us to strengthen the definitions of OTL by
including Sarason's concept of school culture, which allows us to view students'
information network as one critical element of effective school. Thus, this line of
inquiry speaks to the degree in which educators determine the success, and failure,
of 9ch graders not only during the transition into high school, but also through their
entire high school career. Hence, access to high stakes knowledge is an important
condition that determines a student's opportunity to learn.
The concept of high stakes information is one dimension of school culture
that is often overlooked by interested school reformers. Moreover, the term culture
connotes a variety of different images depending upon one's area of study. The literature suggests that school culture has many definitions but these ideas are consistent
in referring to the constitution of common norms, values, beliefs, and attitudes that
help construct the daily practices and relationships that underlie school missions
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(Conchas & Rodriguez 2008, Finnan & Meza in Murphy & Datnow, 2003; Noguera,
2002; Peterson, 2002; Sarason, 1978). Further research suggests that students who
have caring, supportive adults involved in their lives perform better academically
(Antrop-Gonzalez & De Jesus 2006, Rolon-Dow 2005). This finding holds true for
students who are attending high school (Bogenschneider 1997, Luthar & Becker
2002, Werner 1990). A good relationship with a ca~ing, supportive adult can offset
the effects of bad relationships (Rutter 1985).When adults are not involved in the
schooling process of young people, particularly the adults at the school, research
suggest that students are more likely to have poor homework habits, lower grades,
and a greater propensity to drop out of school (Baker & Stevenson 1987, Becker
& Epstein 1982, Rumberger, Ghatak, Poulos, Ritter & Dornbusch 1990). Sarason
(1979, 1981) also suggests that school reform efforts are destined to fail if culture
is de-emphasized in favor of solely reforming structure and curriculum. Information networks, therefore, are one aspect of school culture that shapes adult-student
relationships, and the quality within these networks is evident in ways adults in the
school carry out their perceptions and expectations of the students they serve.

Methods
Research Questions
This contrastive study was driven by our interest in determining the extent
to which institutional agents, like guidance counselors, facilitated urban youth of
color enrolled in the 9ch grade with high stakes information. Additionally, we were
also interested in determining the extent to which institutional agents and families
of color facilitated the academic success of high achieving Latina/a students. Thus,
our studies were guided by the following ftve research questions through using our
two partnering schools as our unit for analysis:
1. Where do students go to seek the high stakes information they need to
be academically successful?

2. What are school counselors 'expectations for students' high school successes?
3. What responsibilities do institutional agents assume (e.g., guidance counselors, teachers, community members, and administrative staff) within
the schools to meet students' college-going needs?
4. To what extent do students' schooling, home experiences, and postgraduation aspirations differ according to gender?
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5. As a result, do students across genders require different approaches to the
kinds of networks that will enable them access to high stakes information?

Field Sites and Participant Criteria
Valley High School

f

In order to effectively ground our analyses of the two schools we examined, it
is important to brieAy discuss the contexts of each school site and describe how we
selected our participants. Participants from Valley High School were 9ch grade students and their guidance counselors in the academic 2004-2005 year. All gch grade
students from the three feeder middle schools (N=1200) to Valley High School were
invited to attend a three-day residential program at the University of California, Los
Angeles in August 2004. Any student who turned in their application was qualified to participate in the program. One hundred and forty one gch grade students
submitted the initial application, and 108 completed the application process to participate. As a Title I school, Valley High School has 4, 147 students. Thirty four percent of these students are categorized as English Learners (Ells). More specifically,
the school is 98% (4, 068) Mexican-American/Latino. Less than 1% of the student
population comes from each of the following groups, such as Black, White, Alaskan,
Filipino, and Asian sub-groups. According to Census 2000, Valley High School is
located where 95% of the residences are Latina/o. Twenty percent of the residents
live in poverty. Notably, there is a 43% poverty level among the residents aged 17
and under. The major language spoken at home in this area is Spanish at 80% while
English is spoken in 18% of the households. Fifty six percent of the residents were
born in the United States; 15% are naturalized citizens; and 29% are not.
University High School

University High School is a large comprehensive high school located in a large
midwestern city. This high school currently enrolls 1, 500 students from grades 9
through 12 of which 55% fall below the federal poverty line. Approximately 70% of
the school's students are of color, with 15% of these being Puerto Rican. Like the
California urban school district that Solorzano and Ornelas (2002) studied, which
showed that only a small number of its high schools offered advanced placement
(AP) and honors classes for it students of coloG this school is regarded as one of only
two of the district's best high schools because its curriculum offers many AP and
honors level courses and because 70% of its graduates go on to pursue some sort of
postsecondary education.
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The Puerto Rican students who were recruited for this study had to meet the
following three criteria: First, they had to be enrolled in grades 11 or 12, because the
majority of Puerto Rican students drop out by the tenth grade (Nieto 1998). Second, the students must have had a cumulative grade point average (GPA) of a 3.0 or
higher, because we determined this GPA to be indicative of students who are eligible
for many four-year universities across the country. Third, the students must never
have dropped out of school because we wanted to learn the types of information
network that allows them to be resilient in their schooling process. Using these
three.criteria, a Puerto Rican guidance counselor at the school facilitated the recruitment and selection process of the participants, because she knew the students well.
A total of 10 students met these three criteria; 7 of the students were female and 3
were male, and they all agreed to participate in the study. All the participants were
English dominant bilinguals and came from working class backgrounds.
Data Collection and Analysis Procedures

We purposefully sampled the two schools in our attempt to better understand students' success and failure. We chose to study the 9th graders at Valley High
School as a way to examine the kinds of information necessary for them to begin to
develop a college-going identity. University High School, on the other hand, allows
us the opportunity to look at the 11th graders who have been underserved at their
school but were able to find information networks to further support their collegegoing identities. The extent of our contrastive analysis is to look at how information
network impact students' 9th grade entry when they face the biggest pressure to
drop out of school, and then we want to know where those students in the 11th
grade find the sources of information, care, and encouragement to be successful.
Both schools in our study are disproportionately impacted by high drop out rates,
and we presumed this situation as a common denominator in our approach to
examining how and where students seek out the information networks that would
promote their academic success.
We employed a combination of qualitative and quantitative data collection
procedures for this study. The qualitative data collected for this study consisted of
focus group and individual interviews with students, teachers, and guidance counselors. Additionally, we collected curricular documents, which helped us determine
the kinds of courses that were available for students at each school site. The quantitative data presented in this paper were gathered through student surveys, using
the Multi-dimensional Student Transitional Choice Scale. This scale is a 45-minute,
85 item self-reporting instrument, assessing the inAuences and importance of the
three spheres of influence (family; peer networks; and school structures policies,
1

(
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practices, and culture) on students' attitudes and experiences during their transitional year in high school.
Finally, the responses on this survey instrument are on a 5-point Likert scale
(extremely important, important, doesn't matter, not very important, and not important at all). Summing the relevant items and then dividing them by the number
of items comprising each sphere obtain scoring 9f each domain, as well as the total
score. Negatively worded item are reverse-keyed so that the higher scores are indicative of higher influence or importance. Although this instrument was developed by
an interdisciplinary team of researchers at UCLA, it is comprised of a compilation
of several established measurements including: 1) National Gear Up survey, 2) the
School Attitudes measurement, 3) Perceptions of Educational Barriers measurement,
and 4) Putting College Plan Into Action.
A three-phase data analysis procedure was used to make sense of our collected data. We first extrapolate recurring themes that emerged from the data. In
particular, students' questionnaire data were examined to determine student perceptions of their counselors and their role in the schooling process. This analysis
was descriptive and looked at the relationship between variables and constructs
that captured high stakes information at the school and to whom and when it
was disseminated. The second phase of the data analysis involved the coding of
the interviews. This data was coded based on whether the information was high
stakes and where students have access to this type of information. Once the data
was coded based on this scheme, a matrix was developed to illuminate whether
the information provided was high stakes information. The third phase of the data
analysis involved analyzing the student focus group and follow-up interviews to
triangulate the patterns that emerged from the in-depth interviews. This analytical
approach allowed us to draw conclusions that were fed back to the data in a way to
validate the patterns that emerged. The qualitative approach to this phase of data
collection is critical to our understanding of students' experiences as their voices
were helpful in providing interpretations of what we saw and documented. Ethnographic methods were also used to observe adult-student networks both in and
outside of the classroom.

Findings
Our sample at Valley High School was 61% female. 65% percent of the students reported being Spanish-dominant bilinguals. Less than 8% of our participants
were born outside of the U.S. and 96% of them came from families where parents'
highest level of education was high school graduation. Despite students' admission
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of a low college matriculation rate in their own community, our study at Valley High
School shows that students, overall, believe they can succeed academically when
entering 9th grade. Their sense of belief in their ability allows us to measure their
interest in education in relations to their expectations for success. The 9th graders
believed their parents have high expectations for them and also believed that high
school graduation and college attainment is a realistjc goal. This finding is consistent
with our parent survey (n=125) and national survey that indicate an overall increase
in students' expectations for academic success. Measurement of students' aspirational e::apital tells us that 98% of the students indicate that they want to go to college, and 82% of the students reported that their parents expect them to complete
at least a four-year bachelor's degree.
Our findings suggest that students in the 9th grade feel the need to be connected with their school. They also suggested to us that their school is large, impersonal, and understaffed, but at the same time they are compelled to feel belonged
and cared for by the school. In our focus group, some Valley High students described
their transition from a smaller feeder school as kind of scary. When compared to the
high achieving 11th graders at University High School, we found that students who
are driven to succeed were less likely to identify their support system with schooling.
In fact, they pointed to peers, local churches, and family members as their resources
to access information that supported their academic aspirations.
Although evidence has pointed to students who arrive at Valley High School
with aspirations to succeed, the school counselors' expectations for them are dependent on students' assigned academic program, and possess a different view on what
students need in order to have life success. Each counselor supports 425 students
per year and had admitted that 9th graders are ones with the greatest needs, but
that services to meet those needs are also overlooked at the school. -lne counselors
consistently agree that the central problem to the school's high drop out rate is their
under-commitment to the 9th graders since student discipline, substitute teaching,
paperwork, and ensuring 12th graders' graduation have taken precedence in their
schedule. In addition, our counselors' data from Valley High School suggest that
there are inconsistent views among school adults as to their role when it comes
to encouraging students to seek college opportunities. Therefore, opportunities to
access information about college are determined upon students' classroom and
program assignment and counselors' perceptions of their potential to succeed. For
example, the career counselor disagrees with the notion that every child should be
going to college.
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Idon't believe that every kid should go to college. These kids are
from families where they have little to live on and the best thing
for many of them is to get a job... Look, I need my car mechanic
and if everyone goes to college, then where am I going to get
my mechanic? And so what if that person did not go to college
but can do a damn good job on my car? The one I have right
now, Miguel, is doing a wonderful job and our society need
those people too. If a kid comes to me wanting a job, I will not
hesitate to refer them to jobs or technical schools.
Another counselor, who directs the College Preparatory Program geared towards English Language Learners observed:
When we think that every kid must go to college, Ican't imagine
what society would do if every kid were to achieve their dream.
Now congratulations, every kid went to college and there is no
body to ftx the cars, nobody to ftx the TVs and VCRs and there
are a lot of things that are not going to get taken care of. It's
a disservice to the kids to think that every kid should or could
go to college whether their ability or interest you know indicate
otherwise.
Although the counselors' aspirations for the child vary at Valley, they are
reported to believe that every child is receiving an equal education at the school.
Our data from counselors at Valley High School have shown us the disparities in
expectations and the extent that care is transmitted within adult-student relationships. The given shortfall in the school structure, combined with disparities in adultstudent expectations begged us to question, Where are students forging their information networks if they are unable to foster those relationships with school adults?
Recent research (Antrop-Gonzalez & De Jesus 2006; Valenzuela 1999) highlights the
importance of establishing high quality, interpersonal student-teacher relationships
as a way to enable urban youth to achieve academic success. In turn, these relationships are predicated on teachers who not only passionate about their content areas,
but who are also passionate about their students and continuously strive to know
their students, their families, and their communities well. Likewise, while we feel
these types of relationships are of the utmost importance in schools, our students
noted that most of their teachers and counselors were not seriously committed to
establishing them.
Community Cultural Wealth as High Stakes Information Networks
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As a result of experiencing the ways in which urban schools have failed to
provide students' access to information relative to their college-going aspirations,
students at University High School were able to utilize their social capital to connect with local community agencies to support their academic aspirations. Despite
the feeling of disconnectedness with their school, the students at University High
School voiced a connection between their high ac?demic achievement and access
to sources of social capital through their ties to a religious organization and/or other
extracurricular activities. When asked which faith or local church they professed
or belonged to, students from University High School stated that they were either
Catholic or Pentecostal. They mentioned that the main benefit of participating in
these activities consisted of targeted recreational activities for youth that steered
them away from anti-school, oppositional youth culture like gang membership and
truancy. These high degrees of social capital also facilitated their access to schoolrelated resources like homework help and mentorship. Pedro comments:
Growing up my mom always took me and my sister to church
and she always had us involved in youth groups as far as you
know, Sunday school and we went on trips with our church
groups and that always helped me keep on a straight path.
In addition to his church involvement, Pedro's participation on athletic teams
also played a major role in his high school career, because it helped him gain much
access to positive help-seeking resources like information regarding college, mentorship from his teammates' parents, and access to computers at his friends' homes.
This intergenerational closure (Carbonaro 1998), marked by social and informational
networks comprised of Pedro's friends and their parents, proved to be valuable for
Pedro because he now is very confident that he has the information that he needs
to become successful in college, get a job after graduation, and obtain a middle class
lifestyle. He comments:
A lot of my friends who I play with on the teams are a lot better
off than me. Like, David's parents live out in the suburbs and
both his parents are college psychology professors and make
a lot of money. They both have been a great influence on me
because they've talked to me about what I need to get into
college and be successful in college. They helped me make
the decision on which university to apply to. I like their advice
because I see that they have become successful. I want to follow their examples and also have a big house and nice cars like
them one day.
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Despite not having access to college information at their school, students at
Valley High School are able to turn to Project GRAD Los Angeles (Graduation Really
Achieves Dreams), which is a community-based organization located within the
high school that aims to get students to think and apply to colleges and universities. Project GRAD is currently committed to serving 20, 000 youth in the region,
and is staffed by bilingual and highly educated ~atina/os who want to see a higher
college-going rate among Latina/o youth. Although their services are indispensable
at Valley High School, students often learn about Project GRAD from their school
counselors who have become over-dependent on their services to provide college
information.
Familial Capital

Although nine of the ten students we spoke with mentioned they came from
traditional two-parent households, five of them talked about the three, distinct
roles their mothers played in their school and home lives. First, these mothers often
took it upon themselves to help their daughter or son with schoolwork. When the
mother felt she could not directly help with schoolwork, she actively sought out the
necessary resources that would facilitate her child's learning process. Second, several
of the students felt compelled to make their mothers proud of them by getting
good grades. Third, several of the students commented that their mothers served as
their friends or mentors in times of need or personal crisis. When asked to elaborate
on her mother's role in her education, Lisa stated:
Ever since I was in middle school, my mom has been sending
me to pre-college programs and doing things like getting me
stuff on the ACT and the kinds of questions they ask on that
test. I also go to my mom for personal problems that come
up. My mom is always coming down hard on me to do well in
school. So if she can't help me with my school stuff she finds
somebody who can.
Lisa's mother, like other mothers of students in this study, went the extra mile
to counsel her daughter and seek informational resources that would aid in the
college application and general learning processes. This finding supports the work
of several scholars and their discussions pertaining to the inAuence of Latina/Puerto
Rican mothers in the academic lives of their children (Hidalgo 2000, Hine 1992, Reis
& Dfaz 1999, Rolon 2000, Yosso 2005), because our participants' mothers also held
their children to high academic expectations and actively sought out human re-
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sources that could help their children (e.g. with homework) in the event that they
were not able to.
Other students spoke about the power of their mother's inAuence and expressed the desire to do well in school to make their mothers proud of them. Pedro
commented:
My mom has been my inspiration to do well in school. I remember that I used to make bad grades in school and my mother
would become sad. When Istarted to bring report cards home
with As for the first time, I remember the happy look in my
mother's eyes. When Isaw that look in her eyes, Ijust felt that it
was much more rewarding to get good grades. Ialso remember
going to family picnics and my mother would be talking about
my grades. The rest of the family would then start talking about
me. They were all proud of me.
Pedro was driven to do well in school in order to make his mother happy. It
was also important for him to be the pride of his family. He also mentioned that his
school did not do much to help him select a college or to fill out financial aid or admissions forms. Although his mother was not a high school graduate and therefore
had never been to college, she took up the role of helping him acquire and fill out
the necessary forms he would need to go to college.
Erica was unique from the other participants in that she contrasted the roles
that both her parents played in her school success. While she perceived that her
father played a limited role as an authority figure that demanded she follow the
rules of the house, she commented on the words of encouragement and friendship
that were characteristic of her mother's role as a nurturing supporter.
My mother is the best. She supports me in everything I do. She
is always willing to support me at whatever I do at school. She
is always very excited about helping me with my work and she
always talks to me more like a friend than a mom. My father is
very different. He always comes across as the authority figure.
Cecilia also relied exclusively on her mother for her trust and support in times
of personal need and remarked that teachers and friends could not be trusted for
revealing or seeking support in times of crises. It was evident, then, that she was
involved in a high quality interpersonal relationship with her mother.
When I have a personal problem, Idon't really trust my teachers
or friends. I usually go to my mother who is always willing to be
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there for me because I know she won t go around spilling my
personal life to everyone.
Rachel spoke about her mother encouraging her to do her best in school
so she would not be a high school dropout like her. Rachel s mother never had
the experience of going to college; nonetheless, she knew the importance of afterschool programs, tutoring services, and having access to college information because these things would greatly facilitate her daughter s entry into college. Rachel
commented:
My mom dropped out of high school in the 1orh grade. So she
doesn t want me to have the hard life that she has had. For her,
ic1s a top priority that I stay in school and go to college. She has
gotten me in after school programs and found me jobs. She
makes a lot of phone calls to people and asks about the kinds
of programs that exist to get me help with school work and
information I need to get into college.
Based on these statements, it was clear that mothers felt much more obligated to take on substantial roles in the schooling lives of these high achievers
and that fathers were not as willing to assume these types of roles. Thus, in these
particular cases, the mothers of students in this study manifested traditional gender
roles within the home. The students from Valley High School also indicated that
parental expectations also have the potential to significantly inAuence the development of their aspirational capital. Students from our focus group described their
parents expectations as high with concrete goals that include diploma, finish high
school, and go to college. Our focus group interviews show that students at Valley
High school would visit local universities at their parents, insistence. When asked
whether students intended to apply to any of these schools, the students pointed
to their older siblings as their biggest supporters in pointing them to the application
process. One student described this form of familial support as like encouraging me
to keep on going, to never give up. Similar to students from University High School,
the focus group participants pointed to their mothers as being the most encouraging member of their family. Students repeatedly described this form of encouragement as caring. She (the mother) cares more about you, according to the students.
Our study finds that students who attend under-performing schools that
are often overcrowded, large and impersonal, and under-staffed, are more likely to
develop and identify their academic success with out-of-school, community and
family-based information networks. For those individuals who espouse deficit
model frameworks, these types of information networks are often seen as unlikely
1

1

1
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places where students can draw upon places and people in their own communities
that are culturally rich and are able to directly respond to their needs. The evidence
herein also allows us to conclude that information networks are important resources
of support for students-especially with those who have aspirations and goals that
schools are unable to help them meet. Our findings do not suggest that schools
should be alleviated from their responsibilities from creating the kind of school culture that could decisively respond to student needs. In fact, schools should take this
report to address three fundamental aspects of schooling that reformers have not
spent time looking into.
First, schools must critically examine some of the basic assumptions about
the students they serve and have a clear understanding of their aspirations; hence,
creating the kinds of information networks that provide high stakes resources that
can enable students to strive for success. Second, schools must perceive communities of color as culturally rich and find ways to build partnerships with local agencies where students spend time outside of school. The nature of these partnerships
should take into account that students of color come to school with different forms
of cultural wealth that enable them to respond to the sets of challenges they face
and seek ways to navigate the complexities of school culture. Third, schools must
deliberately monitor the quality of information networks that exist within, and find
ways to improve the quality of relationships between school adults and the students they serve.
All the participants in our study talked about the potential impact that caring
school adults could add to their high academic achievement. The recurring theme
of caring was especially prevalent at University High School in students' descriptions of good teachers. Our participants, like the high school students in previous
studies (Antrop-Gonzalez & De Jesus 2006, Antrop-Gonzalez, Velez, & Garret 2005,
Nieto 1998, Valenzuela 1999), defined caring teachers as those individuals who were
interested in getting to know them on a personalized basis, who could be trusted
enough to talk about their personal problems and seek advice, and who would hold
them to high academic expectations. Our participants also mentioned they felt it
was important for students to be able to rely on teachers, guidance counselors,
and administrators for obtaining information or assistance with important tasks like
applying for college, tutoring, or successfully securing part-time employment. Erica
illustrates this point when she defines a caring teacher in the following way:
A good teacher is someone who knows the students and cares
about the stuff going on in your life. A good teacher also wants
you to absorb information and understand it.
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Cecilia also defined a caring teacher as one who held their students to high
academic expectations and being constantly encouraged producing high quality
schoolwork.
A good teacher is someone who cares enough not to accept
low quality work. I like being pushed and told that I can do
better. Some of my better teachers are.like this.
Ironically, although these students had clear definitions of what it meant to
be a caring teacher, only one Puerto Rican Spanish teacher and a Puerto Rican guidance counselor qualified as caring teachers and/or staff members. At Valley High
SchooL students largely identified with their Project Grad counselors who were
Spanish-dominant bilinguals. Like those school adults who do not possess the cultural sensibility of their students, the students we interviewed did not perceive their
teachers as caring. Consequently, our participants did not feel compelled to seek or
maintain meaningfuL interpersonal relationships, advice, or mentorship with many
of their teachers.

Conclusions
Our research have discovered is the significance of high stakes information
network as a key but missing element to framework of Community Cultural Wealth.
The inclusion of all urban youth in high stakes information networks are extremely
important to cultivating a college-going school culture. These networks consist of
knowing adults who have the potential to effectively mentor students and provide
them with psychological support in the forms of high stakes information, and the
essential academic and decision making skills to enable students to determine their
academic and life trajectory. In the case of our study, this information consists of
curricular requirements for college, financial aid, and the strategies necessary for
students to translate their college-going aspirations into academic success. Unfortunately, our findings allude to the fact that the comprehensive, large high school
structure does not often allow for this kind of supportive inclusion to take place.
Moreover, not all teachers and/or guidance counselors genuinely feel that all urban
youth should have access to these networks. Therefore, it is extremely important for
preservice and inservice teachers, guidance counselors, school psychologists, teacher
educators, and policy makers to continually strive to make sure that their respective
schools are doing all they can to include all urban youth in the know about college, and make opportunities available to foster higher levels of student academic
achievement. In reAecting upon our work, we often come across students who are
struggling academically but have high career aspirations. Since their encounters with
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counselors are frequently due to disciplinary matters, they did not have access to
the information networks to help and encourage them navigate the barriers faced
in school. Furthermore, many of these students also were not aware that a college
degree is necessary in order for them to reach the professions they aspire to attain.
More research is needed to address counselors expectations for students school
success.
With regards to teacher and counselor training, we should be mindful of the
longstanding necessity to examine teachers and counselors personal and professional socialization and attitudes toward low-income students of color as a method
to recruit future urban educators. We argue that educator training programs must
intensify its efforts to recruit candidates who are knowledgeable about low-income
communities of color, and have the pedagogical know-how in utilizing community
cultural wealth (Yosso, 2005) as a lens to serving students who come to school with
the greatest needs. From a structural standpoint, we argue that the need is dire to
develop a critical mass of teachers and counselors who are capable of teaching and
relating to students in the most challenging environments. To lay the foundation for
future research, we need to know whether these fundamental changes to the ways
teaching and counseling candidates are recruited can strengthen training programs
and assist educators of other backgrounds to develop anti-deficit perspectives and
pedagogies. Although we may be stating the obvious in terms of the need to diversify the teaching and counseling force, our findings also illuminate that the need to
provide urban schools with educators whose life and communal experiences mirror
those of their students is greater than ever.
1

1
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Mix Methodology and Its Integrating Role
in the Development of the Social Sciences

Mix methodology in this paper is presented as an alternative methodological paradigm whose role could be of crucial relevance and significance in the future development of contemporary sociological methodology. According to this,
authors suggest some theoretically-methodological theses and main determinants
that alternative methodological paradigm would necessarily have had in the future
sociological research.

1.

Theoretically-methodological main theses

Research is not static category, but dinamic activity which can,t survive without improving methodological principles. It is necessary to codify and make them
more scientific in order to make their use, development and improvement more
adequate, fast and relevant. Those research areas are at the same time methodological areas in which some unimagined possibilites of inovating approaches could be
affirmed, as well as the principles for understanding some social problems, relation
and themes.
Qualitative methodology/methods/approaches/strategies appear recently
in methodological literature and methodology as especially fascinating area. Here
especially prominent are the discussions about ethnographic, case study and similar
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qualitative approaches.1 We claim that in the last 30 years of the 2och century in
European sociology
(especially research) qualitative methodology is comprehensively implemented. This claim in general is expanded on area of social and partly of humanistic sciences (for example, languages). We should not forget that it, s about areas in which
until 1970s quantitative approaches and quantitat_ive methodology was dominant. 2
mix methodology

~
methodological pluralism

<

;

;
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;
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;

;

' '
' '
' '
' '

quantitative research
methodology

... debates ...

qualitative methodology

In social sciencies, especially in sociology (for example, in Ritzer' s texts, 1990)
theoretical and methodological development from functionalistic ortodoxy is obvious through the conAicts between different schools and orientations towards the
certain kind of pluralism - theoretical, as well as methodological pluralism - which
affirmed itself in numerous of special sociologies, as well as in number of research
projects. But it is not possible to acccept such claims even when we speak about
analyzing scientific development of methodologies in Croatia (here we think of
metohodology in general and of specific methodologies). Development of these
1 Here we refer to one study which deals with discussion regarding condition in British
sociology. Actually, authors Burgess and Murcott (2001) write about direction of development of
English sociology, how it moves, in what important points, problems, methods, theories and approaches has it been problematized, and it's about assessments from the end of 1990s of the last
century.
2 Debates about quantitative and qualitative research occurred in sociology in the 1920s.
Recent attention to the debate started with a revival of the fortunes of qualitative research methods in the 1960s in sociology, which had been dominated by quantitative methods (i.e., survey or
experiment) throughout the 1940s and 1950s. See articles and arguments dealing with the qualitative-quantitative debate: Smith 1983; Eisner & Pesh kin 1990; Salomon 1991; Eisner 1992; Guba 1992;
Firestone 1993; Peshkin 1993.
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scientific disciplines in Croatia didn' t follow the development of these or similar
disciplines in a great number of European sciences or disciplines. We wonder why?
Many of experts in social science are usually experts in applications of quantitative,
but not qualitative research approaches/strategies or methods. In Croatia some of
the more significant break-out happened in social work, social pathology, border
lines with psychiatry, medicine and similar areas,.some in urban sociology (focus
groups) - therefore, it' s about quite shy applications of observational discourses.
There is still a lot of space that promises more fertile break of innovating theses,
theories and approaches, where we see possibilites of deveploment of number of
specific methodologies as a great chance for establishing one newer alternative
methodological paradigm.
We should not forget that all research aspects - concepts, approaches,
methods - articulate themselves and get as much space as different social, mostly
institutional, but also political factors allow them. Anyhow, it is important to have
this in mind, because methodological contexts are not isolated from the research
frames and meanings, but they even rise out of social relations in which we reside
and place ourselves as researchers, as well as our research problems, projects, ideas,
the ways of research reporting and presenting results in public, and so on. Therefore,
everything that deals with research is closely connected with methodological. However, all research adventures can' t be strictly methodological planned and assumed,
because there is a very small number of concrete procedural aspects in methodology which are codified.3 Here it' s about those specific unpredictabilities in social
research which constantly follow us, astonish us, and so on. There is no complete
number of metodological rules that would with absolutely certainty guarantee perform some of empirical sociological research.
frames,
methodological context

..

research

meanings,
social relations

Certain redefinitions of methodological concepts, processes, discourses, and
so on are necessary. In future methodological discussions it would be nessesary to
3 Such as, for example, a problem of representativness of the sample in some public opinion or survey research could be exactly programmed, but simply it is not performable at the same
field.
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include (besides epistemological discussons in which positivism is usually mostly
criticised) discussions about post-empiricism, post-positivism, post-modernism.
Why do we think that metodological discussions are necessary? For example, is
it more relevant to speak about the crisis of methodological approaches in social
researches (not exclusively sociological) or it deals with the researcher's opportunism? All that is even more complicated in Croatia, be~ause social researches are still
inside the frames of premodern and modern processes, while on the other side
we discuss things in the context of European integration, globalisation, transitions,
transformations from the post-socialistic social milieu, and so on.4 Therefore, we
find it particulary significant here to establish the discussion about methodological
themes, understandings, perspectives and models. Moreover, it seems that lately
discussions about epistemological themes appear more frequently, rather than pure
theoretical in the context of discussions about various social problems. Does it mean
approaching the methodological areas or need for methodological discussions on
phenomena we wish to investigate?

methodological: concepts
processes
discourses

redefinitions

aspects
strategies

Research methodology could be the base for analysis, understanding and
explaining social world, especially for its organizational and institutional development. It is necessary to bear in mind how the research object, as well as research
subjects would change in this century, and that all this would certainly impply
changes on the methodological levels of research. If we follow some conceptual
approaches which name particular research approaches/methods - for example,
media researches/methods, cultural researches/methods, feminist researches/methods - than it is possible to affirme those methodologies (media, cultural, feminist)
in this contexts. We observe that in methodological literature one can find, beside
codified concepts such as types or research kinds, some new ones like research
genres what is methodological post-modernistic term. 5
4 We have seen all this in our researches of the lifestyles (Leburic 2001a), series of urban
researches, and so on.
5 See Lyotard ('1979) and Shank (1994).
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Alternative methodological paradigm

Alternative methodological paradigm - mix methodology - which we suggest necessarily contain these main methodological principles:

COMPLEXITY direc'ted to CRITICISM
theoretical~ empirical
methodological ~ epistemological
PLURALISM directed to MULTIDISCIPLINARITY
qualitative~ quantitative

main determinants
INTEGRATIVITY directed to INTERACTIVITY
studies~ approaches~ professions
INTERDISCIPLINARITY directed to TRANSCULTURALITY
analitical ~ methodological
comparative~ longitudinal

1.

COMPLEXITY directed to CRITICISM

According to our opinion, this determinant can be realize if it manages to
hold holistic characteristics, although in the research focus there might be different
phenomena, like sections of individual human lives (women, businessman), some
organizational or governing processes in which certain social classes take place,
women/young in urban changes, places of the young in international relationship,
and so on.
This is what specifies this complexity:
• it explains, even exaggerating, complex causal relations in real life phenomena (events, processes, relations);
• it describes social phenomena which it explores, as well as real life context
in which these phenomena happen;
• it illustrates specific problems or social themes/phenomena (of narrow
extent) inside research area, again in descriptive form;
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• it portraits most of or all possible empirical aspects that a researcher is
able methodologically to catch;
• it explores even that what is latent which hasn't stated itself nor articulated
as social phenomenon} but there are indications that it would. Hence} we
state the relation between theoretical and empirical as necessary.
In that way sociological researches show themselves as almost ideal relation
and possibility of earring out methodological processes which will result in theoretically structured descriptions of social life using empirical evidences which articulate
everything theoretical in that sociological research.
Here it is evident the tendency of connecting methodological with epistemological viewpoints that we spoke about at the beginning of this paper.
1

2. PLURALISM directed to MULTIDISCIPLINARITY
This determinant primarily refers to methodological pluralism which includes
applying of more methods. According to our understanding} this plurality specifies
the tendency of a researcher to connect all methods continually in a pluralistic set or
a form out of whose repertoire he/she takes out and chooses that what seems to be
the most useful in that research situation.
It presents itself as unique and holistic strategy which unifies qualitative and
quantitative studies realized inside of it. However, it would be a kind of shifting
from one research study to another. According to this, some sub-studies can collect mostly qualitative data} while others collect exclusively quantitative data. The
power of such approach is in the measure in which these sub-studies have followed
determined and planned logical arrangement.
Contrast between qualitative and quantitative evidences doesn't distinguish
different research approaches. Moreover, number of experiments such as studies
on psychophysiological perception of women} some survey questions, in which
categorial rather than numerical answers are wanted} are based on qualitative and
not on quantitative evidence. Historical research can also include huge amount of
quantitative data and evidence} and so on.
The use of variety of methods is a clever strategy which allows comparing
findings and eliminating weaknesses of every single method by using comparison of
varied results. Those who criticize exaggerated subjectivity of qualitative methods
could be satisfied with parallel application of quantitative methods which would
assure more objectivity. According to that} multi-methodological appliance and
integration of different methods can in theoretical sense strenghten advantages of
combining methods and getting results, because results are more credible. The ad-
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vantage of multi-methodological approach lies even in the fact that an anormous
range of data is collected in the research and such variety allows wider possibility
for making combinations. However, the depth and variety of data are important
comparative advantages of this methodological paradigm.
Realization of triangulation - the use of more than one research instruments,
with which we measure main variables in the study - refers to combination of variety ofobservers (or more evaluators), theoretical perspectives (or more views on
the same data), more data sources and more methods (Denzin 1970). These are in
fact four types of triangulation (Patton 1987). Therefore, triangulation allows the use,
and that's its main idea, of more than one research method and more than one
type of data. Measuring which we get by the use of the method of triangulation
precisely emphasize the value of phenomenon, because it observes it from different
methodological perspective (Brewer i Hunter 1989). In that way we can get multiple
data from different sources, and conclusions of the study become credible.
Thus we conclude that it is possible to treat this paradigm as multi-methodological and multi-perspective research strategy in the most general sense of the
approach to research phenomena in social sciences.

3. INTEGRATIVITY directed to INTERACTIVITY
This determinant affirms the thesis according to which neither of the strategies has the right of exclusivity, because every of those strategies can be used in
most of the sociological research situations. Following specifies this integrativity:
• it proves and arguments that the whole strategy lies in an overall relevant
empirical evidence and in a complete logical corpus of empirical data;
• it joins all detail elements, solidity and comprehensiveness in expressing
dimensions of this paradigm. Major realized principle would be: the more
data and evidences we have the more complete and adequate analysis,
synthesis and presentation of research results will be;
• it compares all relevant empirical sections of the research strategy in order
to integrate them. So, possible potential differences and contrasts between them and inside of them have to be recognised, of course according to preliminary set up similarities and common characteristics features
of examined phenomena;
• it discusses, explains and concludes in the terms of continuum of the
method, and not exclusively in the terms of dichotomies, of opposing to
different complex typology.
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There is the whole range of methods along the continuum. On one end, there
are methods which are closely connected, strictly controled, quantitative methods,
used in order to test hypotheses, and in relation to isolated variables. On the second
end, they are widely connected, qualitative methods and studies, in which there is
a minimum of control over conditions or results, with much more open approaches,
possibilities of researching, and so on. Between the~e two extremes, in the middle
there are integrative aspects of mixed methodological approaches. Therefore, this
characteristic refers to the necessity of interactions between more studies/approaches which unite different empirical studies/researches in order to make their synthesis
and interactions with other research methods no matter what their types and forms
are. With such an interactive approach these researches are synthesized with other
types of empirical researches in a cohesive sociological research strategy.
Previously mentioned methodological integration is very rare in social science
(particularly in sociology), because it requires closer co-operation between different
professions. Fast informatization computerization of research work will essentially
prove and intensively develop this integration.
All this results with the maximum of openness of research and researcher
and applied methods, as well as of methodological approaches. Each of integrated
methods in our alternative paradigm doesn' t need to replace another else, neither
it needs to raise itself over that other method or achieve more reliable, stable results.
It is important that every method includes understanding, using and explaining its
own review, approach and structure what means that their findings will only have
sense if they are considered in their own settings.
Indeed, some obstacles to integration can appear. The main obstacle to that
integration is certainly the incompatibility of epistemological positions here we
think on different viewpoints about how social reality should be researched. Further
more, great expenses, engagement of bigger number of associates collaborators and
researchers. Then, researchers' methodological qualification, oppeness, tolerance
and their methodological in/experience - it is easier and more comfortable to use
only one method. Usually a vice versa sequence is considered to. First, a method is
chosen, type of research and after that its subject or that what research is going to
deal with, instead of vice versa: just after the formulation of the subject we should
choose the method which we will use.
4. INTERDISCIPLINARITY directed to TRANSCULTURALITY
This aspect presupposes omnipresent researcher' s ability to connect his
theoretical theses with results and assumptions of the other scientific disciplines.
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Such interdisciplinary applications usually allow researchers to encircle the subject of
his own research in more complicated and complex way.
It is possible to coordinate different approaches, types and themes of empirical research effectively, as for example those areas of research in which research has
already proved itself. They are those areas that you indicate, for example, in your
study (politological, anthropological, culturological, ~nd so on). This considers, in his
final form, joining of a range of analitical and methodological aspects:
a) the synthesis of all available and comprehensive knowledge about researched phenomenon in each of the social areas and separated disciplines,
b) the synthesis of all interpretative and inductive elements which are illustrated or just marked in gathered descriptions of researched phenomena,
c) the defining of alternative theoretical explanation of researched phenomena, in which they will deaply and in more details describe social world in which
they live,
d) consistent systematic analysis (apostrophing) of major (common) events,
terms, ideas, conclusions, assertions about phenomenon, and so on, together with
the construction of the analogous typologies. Because it is possible that some of or
most of marked elements would be in mutual opposition and then hypothetical
typological sketch would be formulated and which would, in that way, be especially
instructive for the future empirical researches of the same phenomenon.
We can conclude that indeed major purpose would here obviously be to enable future researches of the development of social issues by using comparative and
longitudinal analyses. That would cause more wide and fertile setting of hypotheses
for some future sociological researches.
3.

Conclusion

In this paper we pretended to offer some guidelines for more systematically
conceptualizing social and sociological researches. Therefore, our consideration include some significant characteristics of this alternative methodological paradigm
which has been defined here as mix methodology.
The first and the most significant characteristic is the ability of making adequate responses to the research questions of the type such as how and why. In
sociological researches major purpose will not be frenzied measuring of frequencies
but establishing operational connections and relations, defined time characteristics,
inAuence of the researched phenomena, and so on.
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At the same way, the significant characteristic of the alternative methodological paradigm is researching current happenings which are not under researcher'
s direct, manifest or significant influence.
Furthermore, this is eminently empirical research paradigm which means that
it explores phenomena in their real life context and especially in the situation when
it is not possible to determine clear and precise bor9ers between them - between
researched phenomenon and context.
In social and sociological research, within the alternative methodological
paradigm, researched phenomena are placed in some kind of social surrounding,
with the parallel attempt to solve research problems which are previously set.
One of significant characteristic is strict specification of all methodological
and all technical procedures, in order to allow researchers and consignee (sponsor)
and readers (as final consumers of research report) to be able to perceive all methodological complexity which these research contain, as well as what their aim is,
how does their hypothetical structure looks like, and so on. All this is valid for all and
for each of the empirical segments of the research.
Then, including of all potential competitive methods, procedures and techniques which have completely different basic characteristics from the method
which stays as primary and with whom all others have to be coordinated, into the
final discussion. One method is accually in methodological sense main carrier of all
planned methodological and analythical activities in strategy.
Modeling of consistent systematic approach according to existing literature
in the same content and formal research area is also considered as one of the significant characteristic of the alternative methodological paradigm in this paper. In that
sense we should develop affirmation of the orientation towards pilot-studies which
have to necessarily be realized as preliminary research diagnostical type.
Preservi'ng of rigour and seriousness on all possible levels and stages of the
research is also one important characteristic. That will cause a priori critical relations
towards obtained results, and finally it will abolish all known critics about qualitative
methods as subjective research paradigm. This methodological paradigm would
change such subjectivity as a lack into advantage, in that way it would be seen as
basic element of the process of understanding and describing of research phenomenon.
Temporal dimension in conducting the whole research strategy is not negligible, because sometimes a researcher needs much more time to examine phenomenon in its development and to realize what is happening with or in researched

Mix Methodology and Its Integrating Role in the Development of the Social Sciences

313

phenomenon. Field work is very intensive and expensive and therefore its organization is very complex.
Tolerance in running the sociological research, as well as exclusively high level
of ethics of all participants are also considered as significant attributes. That is especially relevant, because we start from the premise that every empirical research is at
the same time the social research what means that it is a process and a product at
the same time.
Every sociological research as a process is realized, it is about mutual exchanging of the information, mutual helping and pointing out the significance of some
moments. It is a constant moving forward. As if there is not holding up the interaction of researchers interests and wishes to enter in new and not known, although
they are constantly burden with necessity to find the truth.
Finally, this methodological area must necessarily be free from stereotypes of
any kind. Even though everything is somehow undetermined, it is not strictly standardize, it has no clear borders, it doesn' t mean unclear or nonexplicit, but it means
that there are no strictly programmed activities, closed and isolated, bound and unimaginative - everything is open and at the same time demanding and complex.
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